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Where is the competence in moral judgment competence?
The long way [rom theory to measurement to practice

Georg Lind
Konstanz, F.R.G.

- Draft -

Socrates: ,,Now you have just said that virtue consists in a wish for
good things plus the power 1o acquire them. [78 b] [. . .] So if one
man is better than another, it must evidestly be in respect of the
power, and virtue, according to your account, is the power of
acquiring good things.” [Plato, Menon, § 78 ¢].

»Every action is virtue which exhibits a part of virtue, as if you had
already told me what the whole is, so that I should recogoize it even
il you chop it up into bits.“ [79 cf'

Socrates’ two stalements about virtue apply also 1o what we call
today moral competence, and are both still highly sigoificant. In my present
reading, [ believe that they mark off both a major achievement of modern
psychology and a big problem that blocked (and still blocks) major progress in
research and practice in the domain of moral development and education. In
this paper, I will reinforce Socrates’ first statement: Morality bas a cognitive
or compelence aspect, and the discovery of this aspect by scholars like Levy-
Suhi (1912), Piaget (1964/1932) ang Kohlberg (1958; 1964), is one of the
greatest achievements of modern psycbology.

Yet, I want fo challenge Socrates’ second statemeat. Moral cognition
or competence (I use both terms as synonyms here) can be validly recognized
only by observing or measuring pattern of behavior and their relationships
rather than isolated bits of it.

Before discuss this in more detail let me first look more closely at the
two aspects of moral behavior.

! Plato. Protagoras and Meno. Translated by W.K.C. Guthrie.
Harmondsworth, England Penguin.

)

Two aspects of moral betiavior and development

It is notable that Socrates defines virtue in terms of two aspects,
aamely of morally good intentions (or moral attitudes) on the one side, and
~Lhe power of acquiring good things” (or, as we would say today, moral
competencies), and called this “power” the most decisive aspect of virtue.
This power come from the knowledge of the Good.

The notion of moral competence is the hallmark of modera cognitive-
developmental psychology. While in former times it was believed that the
possession of a moral attitude is a sufficient condition for behaving morally
(Burton & Kuace, 1995; Hartshorne et al., 1928-1930; Lickona, 1996),
cognitive-developmental theorists like Jean Piaget and Lawrence Kohlberg
maintain, that moral attitudes or ideals are related to moral behavior in a
complex way, and that this complex way can best be described in terms of
cognitive siructures or competencies, which the individual is to develop
during the course of his or her development. Coguitive-developmental
theorists hypothesize that, in order to enact their moral attitudes or priociples
in every-day life, humans must acquire a high level of moral judgment
competence,

Why would we need such a competence io the moral domain?
Doesa't it suffice to be strongly attached to moral ideals? The hypothesis of
moral competence seems plausible for two reasons. First, for an ideal to be
called a moral principle, it must be universally valid and, hence, general and
abstract. So it always needs to be “iranslated” into concrete decision making
when applied to every-day life. For example, “justice” is a universally valid
moral principle highly esteemned by maoy people. Yet, in specific situations
different people may view different courses of action as being “just.” Different
level of moral competence may account for a considerable amount of
variation.

Second, there are more than one more priaciple and it is very likely
that in a particular situation the moral principles involved suggest mutually
exclusive courses of action. Such a situation is called a “moral dilemma.”
Obvicusly, to solve such a dilemma we need coguaitive competencies. It would
aot help to increase the strength of our moral pricciples. On the contrary, this
would only make the dilemma harder to solve.

Third, moral principles are but one determinant of our behavior and
this source is acquired only late in a person’s developmeant. Basic biological
needs (e.g., hunger, fatigue, anxiety), social needs (family bonds, friendship,
subordination to authority)and needs of self-respect {opinion agreement}, may
conflict with moral principles, and will have 1o be brought into some balance
wilh them. The need for opinion agreement is one of the best documented
counter-players to moral priociples (Keasey, 1973). If people have a strong
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opinion about certain dilemmmas, this tends to restricts their moral deliberation

and discourse about a just solution. Moral reasons are rarely used, and if so,

they are very selectively used to defend their opinion rather than to evaluate it.

Only when a mature moral judgment competence is developed, people use
moral principles to test their own opinions and decisions, and, if necessary, to
revise them.

Accordingly, Kohlberg defines moral competence as “the capacity to
make decisions and judgments which are moral (i.e., based on internal
principles) and to act in accordance with such judgments” (Koblberg, 1964, p.
425). Moral competence then is the bridge between one’s moral ideals on the
one hand, and one’s moral behavior on the other. “What we conceptualize as
moral reasoning,” Kohlberg (1984) writes, “is a cognitive competence” (p.
400).

So scholars from Socrates to Kohlberg agree that, 10 be complete, the
description of moral behavior must include two different aspects, namely a)
the attitudes or principles on which people base their behavior (= affective
uspect), and b) the formal properties of the structural relationship between
their moral attitudes or principles on the one hand, and their behaviors or
decisions on the other (= cognitive or competence aspect).

I have (ried 1o summarize this statemen! in my Dual-Aspecr model of
moral behavior (Figure 1; see Lind, 1978; 1985; 1995; 1998). Basically this
model implies the following postulates:

L Affective and cognitive aspects of moral bebavior must be clearly
distinguished from one another, though they describe only different
properties of human behavior and not different classes or sets of
behavior, as some ‘component models’ imply. As Piaget (1976)
writes, “affeciive and cogoitive mechanisms are inseparable,
although distinct: the former depend on eaergy, and the latter depend
on structure” (Piaget, 1976, p. 71). While affective aspects (like
moral attitudes or values) describe the aims and pretenses of our
behavior, the cognitive aspects describe some imporiant formal
properties like the degree of its integration (consistency) and
differentiation (situational adequacy).

® Moral judgrnent competence, that is, the ability to make integrated
and differentiated judgments based ones own moral principles, is the
key aspect for understanding moral development and differences in
moral behavior. Moral principles or values are indispensable for
moral behavior. Without them there would be no moral behavior.
Yet, preferences for certain moral ideals seem to be developed so
early and in so many people that they differ little in most people
regardless of age, level of education, socio-economic or cuitural
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background (see Levy-Subl, 1912; Kohlberg, 1958; Turiel, 1983;
Rest, 1979; Lind, 1998).
Integration of moral bebavior is defined as a subject’s consistency of
judgment in regard to his or her moral principles). This meaans that
someoge can only be considered morally competent if he or she bases
his or her judgment consistenlly on the same set of moral priociples,
regardless, for example, of the mood of the people involved, or of
any other circumstance that caanot be regarded as a legitimate
reason. So consistency per se is not a criterion for moral competence,
nor is coasistency a sufficient ground for ascribing someoae moral
competence. First, it is always consistency in regard to moral
principles, or the moral point of view, that defines moral competence
(Kohlberg, 1984).

Second, it is consistency within some limits that characlerizes a
morally competent person, and ot limitless moral rigidity (see
Mordecai Nisan’s contribution to this conference, 1998). Therefore,
differentiation s the olher necessary ingredieot for defining moral
judgment competence. If, as is often the case, one moral principle
suggests anolher course of aclion thaa another principle, the
individual tas to limit the range of application of at least one of these
principles.



® From this it should become clear that moral judgment competence
cannot by any means be observed or measured by looking merely at
one act in isolation or at many acts of the same type. Rather we can
make fair judgment of a person’s moral disposilions only when we
observe a whole pattern of reactions to a variety of situations. In his
Heioz-Werner-Memorial lectures, Kohlberg (1984/1981) writes that
the ‘structure,’ that is, cognitive aspect of moral judgment, “is
warranted only on the grounds of 'intelligible' ordering of the
manifest items. One might say that the hypothetical structure is the
principle of organization of the responses” (p. 408). Here Kohlberg
clearly contradicts Socrates whom he otherwise admires. It would
make 0o sense to say of a single act that jt is “ordered” or
“organized.”

Aftitude A:
Type of Moral Principle
(Stages 1 to 6}

Aftitude B: :
- |E.g., Opinion Conformity}:

mtilude or'j‘
i (Pro or Contra)

Alfuf,

Structore:

S

Hehaviors o =
Judgments =

L Preferably, these situations should be of a particular kind, namely
moral fasks. Competencies or abililies are named after the sort of
tasks to which they are applied. For example, mathematical abilities
are applied to mathematical tasks. Analogously, moral judgment
competence is named that way because we need this competence to
solve moral tasks.

Moral 1asks
They question then is: what are moral tasks and which tasks are suitable for

challenging people’s moral competencies. Obviously, some 1asks are ruled out
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for moral reasons. We must not seduce subjects to harm others in order to see
whether they have a strong moral conscience. Some researchers even feel that
it is morally wrong to deceit subjects in order to study their moral competen-
cies.

Other situations resemble a moral task but may do so only in the eyes
of the researcher and not in the eyes of the subjects. For example, cheating in
class is considered an immoral behavior - by most leachers, but not by most
students. So cheating is not a valid testing situation for students who do aot
consider cheating a moral offense. If they cheat, this does aot tell us anything
about their moral competence. Similarly, helping does not unambiguously
indicate high moral competence since it may be triggered through many other
dispositioas as well, and since high moral competence may sometimes imply
oot to help in the way that the researchers wants it (Lind, 1997).

‘When 1 was faced with this problem of selecting a proper moral lask
for the study of moral judgment competence, I followed several lines of
psychological research, especially socio-psychological and cognitive-
developmental. Socio-psychological research has shown how cognitive
dissonance powerfully determines people’s bebavior and attitudes (e.g.,
Festinger, 1957; Heider, 1958). Coguitive dissonance theory, however, cannot
predict which of the two changes. Usually, it is believed thal if people’s
attitudes are at odds with their bebhavior, (hey try to resolve this conflict
usually by changing their behavior. However, often people change their
aititudes rather than their behavior. Experimental research shows no coasistent
pattern.

Coguitive-developmental Lheory lets us make a more precise
prediction. We can typothesize thal the way a person resolves a dissonaace
between his or ber opinion about 2 moral dilemma on the one side and his or
her moral principles, depends on the level of this person’s moral developmeal.
Indeed, Keaasey (1973} has demoanstrated Lhis experimentally. Children of low
age and with little education typically resolve this dissonance by accepting or
rejecting moral argumeats according to their opinion on the moral dilemma.
Only when they become morally mature, they rate moral argumenis according
to their moral quality rather thao their opinion agreement,

How can we measure ‘siructure’ or can’l we?

Socrales’ second statement points at a lasting conlroversy among
psychometric theorists and even among cognitive-developmental
psychologists. Socrates claims that we can observe or measure the virtue of
people by merely observing one act. Mosi, if not all, modern psychometric
theories basically agree with that. They maintain thal is possible or even
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inevitable to study an individual act in isolation and to neglect relationships
among these acts and their formal properties. For exarnple, classical test
theory (see, e.g., Gulliksen, 1950) is based on the notion Lhat a certain
disposition like a particular ability can be measured by observiog one behavior
(like solving a particular mathematical task). Though, this approach mandates
to make multiple observations, these multiple observations are merely used for
reducing the amount of measurement error (that is, for increasing the so-called
reliability of the observation) bul not for assessing subjects’ strucrure of
behavior.

Other psychomelric approaches like Guttman-scaling and Rasch-
scaling are based on the same notion. Repeated observations or measurements
are merely used 1o describe the quality of the observation process
(measurement error, difficully of test item, ilem-characteristic curves) rather
than to describe the quality of an individuals patlern of behavior. Thus
structural differences between persons are totally neglected or are believed to
be totally determined by the characteristics of the measurement iostrument.

Many researchers have rest content wilh this siate of the
methodological art of psychology either because they believe that moral
competencies are not an important objec! of sludy {and education), or because
they believe that they are very difficult or even impossible lo observe and
measure. Herrenstein and Murray (1994) exemplify the firsi kind of believe:
“We starl wilh the supposition thal almosl everyoge is capable of being a
morally autonomous bumao being of the Lime aod given suitable
circumstances. [. . .] Humao beings in general are capable of deciding between
right and wrong” (p. 543).

Nick Emler and his associales (1983) even belicve thal they have
experimentalty demonstrated that moral cognitions or compelencies can
actually be seen as jusl another kind of moral attitudes, having no real
exisience of their own. Even those who believe that their uitimate goal is the
study of moral compelencies believe Lhat they are of litile importance for
every-day life and, hence, [or the process of education..

Others believe that cognitive structure is a non-observable and non-
measurable {iction. Jane Loevinger (1976) clearly explicates this position
when she writes that “testing the distribution of scores within a protocol as if il
represented a characteristic profile for that person's ego slructure appears to be
erroneous [. . .] Probably variability is more a function of the instrument than
of the person” (pp. 239-240).

Even Kohlberg and his colleagues sometimes express this point of
view when they write that “the struclures themselves can never be obscrved”
(p. 242). So when defining the scores for the Moral Judgment Interview,
Kohlberg and his colleagues “have required each item ig the manual to clearly
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teflect the structure of the stage to which it is keyed” (p. 403). “Each item
must have face validity in representing the stage as defined by the theory” (p.
410). Coasequently, it seems, most moral researchers rest content with using
classical test theory as a basis for measuring moral development (see, for
example, Colby et al., 1987; Gibbs et al., 1992; Rest, 1979).

How can we bridge this gap between theory and research
methodology? Is the notion of moral competence, as plausible as it may be,
only a scientific fiction or hypothetical construct that can be “inferred” from
human behavior but never be directly observed? Or is it a real aspect of
human behavior that can be directly measured and shown to be powerful and
influenced by education?

Comptence versus Performaace?
“Because our goal is to explain moral judgment in everyday life, our focus is
on performance, not competence. We take as a starting point Kohlberg's
ackonowledgment that people do not always perform at their level of
competence indeed, we suspect people usually fail to perform at their level of
competence, and we seek to uncover the 'performance factors' that mediate
low-level moral reasoning” (Krebs et al., 1991, p. 143)

Toward Tests of Maral Competencies

“Structural” measurement may many different things. Some use this
term as to mean a hypothetical, non-real entity that cannot not be directly
observed or measured, but needs to be “inferred.” This inference then is based
either on the researcher’s intuition grand, or on murky statistical
computations. Ingenious intuitions kave played an important role in the
conception of cognitive-developmental theory. Yet they are no proper ground
for proving the exislence of moral competencies or for setiling theoretical
controversies. Experimental data serve this purpose much better.

Statistical analyses do not suffice for this purpose either. No
statistical analysis can guaraatee that the results are a valid basis for inferring
moral competencies or for deciding on issues of theory construction. If the
quality of the analyzed data is bad, then no sophisticaled statistical analysis
can make up for this. All attempls to remedy less-than-optimal data through
slatistical formulas, are - explicitly or implicitly - based on researchers’
intuitions about the pature of human conduct. One such unquestioned intuition
is, as we nave seen, that all variation in repeated observations of subjects’
behavior is due to ‘measurement error,’ aod not due to difference in their
cogaitive strucrures.

To secure validity, the nature of moral judgment competence and the
design of the observation process and the stimuli used to elicit this disposition

Georg Lind 8



need as much our attention as the process of scoring and statim.‘.)al analysis.
Kohlberg (1984): “In order to arrive at the underlying structure of a response,
one must construct a test, [. . .], so that the questions and the responses to
them allow for an unambiguous inference to be drawn as to underlying
structure. [...] The test consiructor must postulate struclure from the start, as
opposed to inductively finding structure in centent after the test is made. [. . ]
[f a test is to yield stage structure, a concept of that structure must be built into
the initial act of observation, test construction, and scoring” (pp. 401-402).
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IS THERE ANYTHING LIKE INNATE MORALITY?

by
Zsuzsa Vajda
Szeged, Hungary

Why do we follow moral rules? Do we have an ionalc inclination to
behave cthically? For centuries the cause of morally right bebavior was a
subject for metaphysics. Lately, however it is more and more psychology
that is considered 1o be compelent in questions of morality. 'L'his process
is parallel with growing social role of psychology in the modera, or
postmodern world. By the words of J. Meyer: Public atlention to psycho-
logical conceptions aod issucs is a notable feature of contemporary
society... The intensity and extensity of this public discussion clearly
dstinguishes modern societies - especially more individualist ones - from
others." (1988, 47-48)

In the pasl two decades innatist approaches of development had a
real breaktrough in cognitive psychology. Starting with Chomskys
language acquisilion theory, more and more cogoitive functions are
proving to be based upon very special inborn capacities. Since il is
indisputable that moral behaviour has a cognitive component, it has to
have some biological base too. Indeed, empirical research found a very
carly occurrence of morally relaled behaviour: according to Lamb (1993)
children show first signs of it already in the second year of life. These
signs - feeling of empathy, distress if something hurts aduliss norms, as a
broken 10y, or a torn piece of clothing - can be identified already during
the second year of life.Tn my paper which is a first outline of my thoughts,
I Iry to connect the problem of inpateness with the problems of absolutistic
versus relativistic concept of morality in Piagets and Kohlbergs models.
Later [ examine, consequences of the assumption of inborn capacity to
act in a right way.Certainly, changing concept of morality was in the
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centre of debates in the 80ies. After publication of manyfold views on
concept of moral behaviour and development in the volume edited by
Kurtines and Gewirtz, we would think that most important argumeots are
wellknown now and we cannot go further opposing them again and again.
Bul by my view there are some poiats that remained out of interest.

About the problem itseif Kurtines and Gewirtz wrote (o the iotroduction of
the volume, edited by them in 1984: _although there have always been
skeptics and relativists, we have argued that the greater part of Western
history has been dominated by objectivist epistemological and moral
thinking and that objectivistic (indeed: absolutist) conceptions of morality
have been historically consistent with the mainstream of Weslern thought.
We have further atternpted to show that a number of intellectual develop-
ments in the modern world and the rise of modera science in particular,
have been the basis for a gradual but radical transformation in the very
foundalions of Western moral thought. For the first time, we suggest,
relativislic moral Ihinking is coosistent with the mainstream of the
Western intellectual history."

The same authors previously wrote that Piaget and Kohlbergs
theories were influenced by a strong nonrelativist tradition. Some other
contributors of the volume, first of all Licbert represent a similar view,
claiming that universal progression of moral decision which was a basic
tenel of Piaget and Kohlberg, postulate an absolutistic paradigm. Lieberl
blames Kohlbergs theoretical model as supposing 1. that the most
advanced people in every lime and place have independently come to the
same moral principles and 2, thal these principles can be seen arise as the
natural end point of the universal progression in moral development that
his work has shown. This argument enjoys neither empirical nor logical
support.” (182)  Let us see first wellknown theoretical models of Piaget
and Kohlberg. But before further arguments [ would like to emphasize that
both are about development of maral reasoning that is not identical with
moral development. The laiter involves action, which needs uniequivocal
decisions (if we did something, we excluded all other possibilities) since
moral reasoning does not. (And, as we know, there is a very sophisticated
relationship between moral thinking and moral action)

In the first stage of Piaget children make their judgements under
suggestion of adults. By his observations they judge more strictly, when
the caused harm was bigger, and intention of actor did not played any role
in their judgements. By Piagets assumption which - as Liebert also
admitted - was supported by other researches too, a sigaificant change
occurs in ages of 6-8 years when intention of actor and other subjective
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considerations will bave a more significant irapact on the childs moral
judgement.

Nevertheless there are some, more recent studies, which call in
question Piagets tenet. Liebert in his cited paper refers fo studies which
demonstrated that young children were more inclined to take into
consideration intention of aclor, if the stories were repeated for them
several times, and when they learn of the actors intention afier they they
have been told the consequence of the act.(180) Another, more recent
research of Zelazo, Helwig and Lau (1996) demonstrated that children
under 5 years of age may take into account iniention of the person who
acts in a certain way. Researchers worked with non-canonical causality
which meant that an act led to ap unusual result: for exemple petting an
animal caused harm 1o it. They concluded that taking info account
intentions is almost exclusively a question of cognitive skills. In judging
an act we usually weigh two things: the intention of the actor and the
outcome. Young children cannol treat two determinants io the same time,
thus they choose either intenlion or the outcome for their judgement. }t is
only afler 5, when children consequently are attentive to the actors
intention.

Zelazo aod bis collaborates also claim that their results did not
support Piagets hypothesis, since children under 5 also could recognise the
actors intention.

By my view these results did not contradict the main substance of
Piagets theory. Fis most important claim was that childrens moral
judgements are not aulonomous. If is not the attributes of an action that
determine their judgement, but orientation, coming from adults. Beyond
everyday experience of anybody who knows small children, several
experimental and observational dala support thal young children, under
age of 6-7 are not only inclined to accept suggestions of adulis, but even
¢laim for them. Lamb in her already cited paper reports the appaerance of
morally related behaviour of children in their second year of life, which is
registered among others by an innate awareness of a standard of
performance, just as a mastery smile, an expression of pride". Data
collected about young childreas lestifiing before court as wiclims or
wilnesses also proved that they are very sensitive to open or subtile
suggestions of adults, If for exemple children under age of 5-6 are asked
several times about a certain event, they may think that something is
wrong wilh what they have apswered and therefore can change their mind.
(Cole, S. - Cole, M. 1997) These observations suggest that experimental
results, referred by Liebert, have to be controlled with the avoidance of
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any possibility of adults suggestion.(By my view the most critical situation
from that point of view was when the intention of actor was mentioned
after the consequence).

Autonomous moral decision after 6-7 years of age means not only
that the chiid is becoming more independent from adults judgements but
also that his way of moral thinking is less absolutistic. Taking into account
the actors intentions means that we do not apply rules strictly, we treat
them as more or less flexible ooes, and a certain level of autonomy also
lcads to more relativeness. It is even doubtful, whether Piaget thought of
any kind of moral concept in the sense of absolutism or relativism. He
referred clearly the cognitive background of moral judgement, and not
values, involved in i1. His basic tenet, which is proved in his works several
times, is something very relativistic: the rules come from society, they are
represcnted by people, surrounding the child. In fact according to him,
children acquire concept of law from the society and in their early years
they try to adapt it to their expericoces wilh the world of objects.

Kotlbergs stages are not based upon nonrelalivisitic tradition
either, as it is stated by Licbert and Kurtines. The process of development
from absolulistic 10 a more relativistic way of moral decision is more
evideat and goes further by him, than by Piagel. First of all, in his model
moral development means a change of childrens relationship (o
conventions, not to moral rules, or laws, Conventions, being purely social
by origin, are much more relativisitic than moral rules, which are related
to long-lerm or cternal values. Kohlberg himself also emhasize that he
would nat expect a highly developped person to judge in one certain way:
he gave exemples for both pro and conlra answers at each level,
(Accepting Heinzs stealing the drog or not to steal it may have lhe same
morai value)

According to Kohlberg, childrens moral judgement develops by
the same trend that was stated by Piaget: on the lowesl level children
accept adults judgements without thinking of their reason, because they
want to be accepted by adults ithemselves. On the middle level law or rule
becomes more important to them. Following the rules is no more a result
of coastraint, it is rather a decisioa. (One have 1o mention that almost all
kiod of developmental studies supported (ncreased conformism of children
between 6-10 years). Ove would say that it is a level of interiorization of
rules, and during this process youngsiers may judge things inflexibly.
What follows after that? Kohlbergs highest level of moral decision is
clearly a relativistic one: those who reached that stage, make their decision
dependent on the situation agd their awn values,
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Here we are touching a question that is unreflected in the
literature about moral developmeni. What do we mean on an individuals
own values? For exemple Kurtines in his paper of the ciled volume (1984)
wrote: In a world that frequently places people in situations that require
complex and difficult moral decision, we thus conclude that in the end the
responsibilily for moral choices rests with the individual not systems or
principles” (322).

Exactly this is what is suggested by Kohlberg, who at the
beginning emphasised that his stages are based on conception of the morat
method" of judgemenis and he has nothing to do with their conteot. But in
his later papers (1981, 1985) argued that stealing the drog for saving
someones life was the right decision, and he thrived to connect developped
moral judgement with certaino acls (like demonstrating for free speach at
Berkeley Universily and leave early from the obedience situation of
Milgram). He has to realise that a morally right act cannot be deduced
from moral method". lo bis paper in 1984 he stated: Thus, both Kants
principle of justice or respect for personality and Mills principle of ulility
or the greatest welfare of the greatest number would agree in judging
Heinz right to steal”. Well, I am nol so sure: sfating that the right behavior
is to steal the drog” is a prescription, nol a moral orientation.

In fact if moral choices are proved by neither some kind of
community, nor by a principle, we bave oo argumenl against someone
who (ries t0 make from his particular value or iaterest a moral rule. I
would like to mention that that there was no cruel dictator in 1he hystory,
who would not be convinced that his praticular tasks represent high ideals.

On the other hand if we suppaose that individuals can develop in
themselves higher ideals than any kind of principles, or communiliess
values, then this capacity must be an inborn one. Thus, (he relativistic
moral concept leads to an interesting paradox: to a subtile assumption of
an objectivistic (nalural, biological) origin of morally right behaviour.

Having more and more evidence of innateness of certain
cognilive capacities it is very importaot to make a difference beiween
cognitive and motivational side of moral conduct. Both may have innate
origine, but it is only the cogoitive side which has a direction.

Assuming that we have inborn capacities to act in a right way,
means that people who do not act io that way, are sick. For 1he first glance
it seems to be a more humanistic approach of social deviance, agression or
cruelty. But in fact that meags that immeoral people (children) cannot be
changed by social methods, like education, convinction, etc. Or with other
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worlds: there is no way to change them through their own will. They need
medical intervention, therapy or isclation. Indeed we find more and more
reports about inborn origins of agression, antisocial behaviour and
maladaptaion. Doctors prescribe drogs and children are imprisoned from
very early ages, while parents and teachers are recommended nol to much
tolervene into the process of spontaneous formation of values.
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Moral cducation has been refated with a number of different concepis:
civic education, religious education, democratic education and so forth.
What does moral education mean in a parlicular setting and how is it
iranslated inlo particular educational efforts in a higher education setling?

As of 1996 the Universidad de Monlerrey is offering an ethics
program aimed at: developing in studenis awareness about their moral
responsibilities towards their community, belping them develop strategies
to analyze and understand moral problems we face as indiviguals,
professionals and members of a broader society and providing them with
“tools” or abilities to act with a moral purpose.

The igformation for this paper was gathered from two sources:
interviews to faculty members from all [ields of knowledge at UDEM and
the project for an ethics course developed by and interdisciplinary group.
Problems and questions faced by this group are discussed.

Introduction

This paper addresses the challenge that we are facing at the
Universidad de Monterrey to design and implement an ethics course that

is a part of the general studies requirements for undergraduate students.
An interdisciplinary group has been formed in order to develop a course
proposal that would serve the needs and interests of 1be different academic
faculties.

In order to make curriculum decisions, we decided to carry out
interviews that would help us obtain the impressions of facully members
from all faculties. One of our concerns is related to the support that we
can obtain from the faculty as well as the sources of resistance 10 the
course. Shremer (1992) and Joseph (1993) elaborate, from differenl
perspeclives, the importance of understandiog how faculty members
perceive, understand and talk about their role as moral agents. We would
aiso like to analyze faculty responses in the light of what Magendzo
(1994) and Schmelkes (1995) have identifies as the paradigm that has
been used in values education programs in Latinamerica: Bducation for
Human Rights,

Our report draws on the results of a structured interview with
sixteen facully members from six different faculty at Universidad de
Monterrey. Seven female facully were interviewed. They teach at the
schools of Law, Medicine, Architecture, Engineering aod Education.
Nine male faculty were interviewed. They teach al the schools of
Communicalions, Business, Eagineering, Humanities and Architecture,

The Context

Access to college education in Mexico is restricted to 5% of the
age cohort (Guevara Niebla, p. 56). Colleges have been in charge of
education young men aod women and of preparing them with knowledge
and skills that the job market is looking for,

General education in Mexico is completed at the high school
level. Traditionally, students entering college will go straight to their
professional fields (even in the fields of medicine and law (these are
offered at the undergraduate level),

Only very recently, have Universities and colleges started to
provide general education. This change in focus (from a more vocational
to a more general} has been due to the recent search for accreditation by
U.S. accreditation agencies.

Changes in undergraduate programs will, in the case of UDEM,
tespond to this motivation, ant the ethics course will be part of graduation
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requirements for students ectering the university as of 1996 and
graduating in year 2000.

The Goals
The Interdisciplinary group has written a course proposal in
which the four following goals have been states:

The course should help students:

1y Identify their own values and those of others.

2. To put students in situations which can help them develop

3. more elaborate reasoning patterns to examine moral

problems through the use of analytical tools.

4. Arrive at certain agreements about particular values that
are adequale to build a sense of communily.

5. To develop competencies that will allow Lthem to
participate fully in the process of building a democralic
community.

The Means 10 Develop the Course and Main Concerns

The first course proposal was elaboraied by three faculty
members, This proposal was presented and discussed wilh the deans of
the sic facullies al the universily and with the chairs of 20 academic
programs,

The main concerns thal rose had to do with:

—

Who was going to teach the courses;
What academic background these faculty should have;

W

The academic support available for faculty coming from
background other than philosophy of psychology;
4, The focus of the course; and

|91

The best (ime for students to take the course
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The interdisciplinary group had the task of developing a
first proposal but the final versions of the syliabi were to be developed by
the faculty members who were going to teach the different sectioans of the
course. We thought at that moment that we needed at leasl seven different
versions of the course:

Ethics for health professions (Medicine and Psychology)
Ethics for Lawyers

Ethics for Educators

Ethics for Communicators and Tournalists

Ethics for Architects and An Professionals

Ethics for Business Professions, and

Ethics for Enginecrs

We Iried wilh this organizational pattern for two semesiers as parl
of a pilot study. The courses were offered then not as general education
requirements but as optional courses, We had requests from students (rom
fields different to those to which the courses were directed 10 enter various
courses. l'or example, marketing students were interesled in joining a
sectivn on Ethics for Communicators and Jourpalists and Law students
interested in legal aspects of medicine. The participation and the richness
that students from different fields brought into the courses made us change
our mind and reorganize the courses, giving students from all fields the
opportunity 1o join the groups they were interested in. Qur course offering
looks like this al the moment:

Ethics and business

IZthics and mass media

Ethics, life and health

Elhics and community

Eihics and humaan rights

Results of Interviews

One of our concerns has been related 10 the ways iz which faculty
members perceive themselves as moral educators. We coasider this a key
issuein launching the program. The purpose of our sample selection was
to obtain representation of each of the academic faculties at UDEM , we
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also tried to get include those faculiy members that excerpt certain
leadership within particular programs.

" Facully members viewed themselves as values or moral educators
in all cases. They think then educate by example. They teach respect ad
responsibility through their own behaviors in the classroom. A male
professor who has taught in the communications programs for more than
twenty years, and is actually teaching a public opinion seminar said:

“I would say that, yes, I am and educator of the ethical dimension
of my students. Because ] consider that respecting students and
their point of view allows me to approach these topics {ethical
concerns) in the classroom. In fact the type of topics that I leach
right now imply a certain ethical assessment. To give you and
example, my studeats develop opinion polls, and they have to
learn 10 be faithful in writing the answer that a person gives the
true answer and not 10 fabricate it on their desks (as we could all
do)...We could do il the way somebody wants it to sound, and we
would be lying. Trying to do thins truthfully, starts with
respecting what other people think...”

‘T'he answer makes evidenl the teacher’s awareness of his role as a moral
educalor not only through the content area he teaches but by the
indispensable attitude of respect Lhat is necessary to creale an atmosphere
where students feel free to talk and where they know they will be heard.

It is interesting to note that the conceives his role as moral educator as one
interwoven with the content area he 1eaches and not separate from it. Asa

leacher one 1eaches values through the areas that one chooses to stress and
also through 1he ones one decides to ignore.

Teaching by example was the category named most often by the
inlerviewed, Bul there were a few facully members that perceived moral
education as taking place mainly outside the classroom. Some excepis of
this position are the following:

“You teach values when you share experiences with your students
on the sports fields, wheo you atlend their presentation in an
artistic performance...”
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“When you give them personal orientation regarding academic
probiems, when you pay special attention to them oulside the
classroom.”

These professors understand their role as moral educators as
being separate from their academic lasks. In these cases, the role is
ideatificd more with the mode of relatioaship and not with the ethical
implications of the discipline.

Moral coaflicts

When asked about examples of moral conflicts within the
classroom, professors referred maialy to two key issues:

1. Fairness when grading and

2. Haodling students” academic disbonesty.

Two toreign professors who had joined the university in recent
times expressed a deep concern wilh academic honesty:

“When I first came (o the university, [ really had a problem with
students, not only undergraduate students but also graduate
students, They.. just copied drawings and work from other
authors and presented them as their cwn work. So I look a very
sirong allitude about that, but at the same time, sometimes, the
reason for that is that professors make it almost impossible to
students to pass...many times [ see in from of me professors
making very heavy demaods, yet, they do oot provide the
technical basis that would allow the student to make it, and
they... in the very end...the students are not 10 be held
accounlable.”

This professor presents a concern that is underlined by
fiis own experience as a student aad professor ia the U.S. HE feels
obliged to teach his students that they should give credit for what they
write and presenl in papers and projects and at the same lime, be perceives
the need to make students aware of differeatiating their own work from
somebody else’s work; but at the same time he is able to understand that
students exhibit such a behaviar because it is motivated by their professors
unreasonable demands. He is then caught in this conflict. He describes
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his own way of trying to teach (heir students in spite of the difficulties
stated before:

“...the difference is (1 am not saying that T am a belter teacher, I
just hope that I am a better teacher that I used to be years ago) bul
every semester I try to learn from my own mistakes, but [ try to
give my studeats a good idea of what want them to do...what I
wanl them 10 achieve, so [ try lo prepare well for class, [ sue a lot
ol pre-class preparation...but yet in the end, if they do not get it,
I grade them accordingly.”

Grading students fairly is the main source of conflict for the
female professors who teach engineering and education.

“With grades, when I see that a siudent is making an etforl, bul
still, she is nol achieviog the goal and at the same time ouc can
read in ber eyes and her face that she is saying_ “what do you
want? (I do not get what are you locking for”...Somelimes I think
one cannot acl exactly the same way with each one of our
studenls, and if you give them a grade...then ] feel afraid to give
a high grade 1o somebody to recognize her effort and then, she
might think “O.K., I made it” at then she might not keep making
and effort, maybe 1 am going to cause her harm when what 1
really wanl( is to help her...To measure that., puts me in the
situation of giving my students feedback that do not harm them
but that at the same time appears 1o be always challenging. .. it is
a fough business.”

I'emale professors express much more clearly than their maie counterparts
this tension between the ethics of justice and the ethics of care. Even for
those (hat state that grades are not or should not be alt that impaortant, it
seems very clear that grades are perceived as very influential on students”
self-csteem, on their desire to strive for excellence and that his is why they
are a source of greal conflicl.
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Recommendations

When we asked for recommendations for (he course, there where
three issues that came up several times:

1. That the course should be part of a broader strategy for
developing the ethical dimeansion of cur students, but that it
would take much more than a course to achieve this.

2. That we require all faculty to be convinced thal this is a
worthwhile enterprise and that if we waat to achieve resulls
we need more than a handful of professors committed to it.

3. That we need faculty willing to take parl in (his project and
also aware of the cfforl, time, and work that it will require.

An engincering professor compared this effort with one in the
area of developing writing skills. She is worried that the ethics
program could be viewed as one in the hands of few:

“There was a big mistake when the Writing Course was launched
years ago. Some people thought that Lhis course was going to
solve all the verbal reasoning problems of the students. The
experience was nol successful, precisely because the teachers in
other subject areas did not support this effort; they did not stress
wriling as a learning tool. Ta the case of ethics, I think we need at
least the support of an important group of faculty, we need
everybody to be aware that we teach ethics through our own
behavior. That is a lesson we could have learned from the
Writing Course. It was not the course that failed, we failed to
support the course, that was the problem.”

Making a few changes in the academic programs might not
bring about very surprising results, if we do nal conceive the course as one
necessary initial effort maybe followed y or accompanied by the revision
ot our administrative practices as with a review of the ways in which
decisions are made and codes of bebavior are not only written but
observed.
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Professors also expressed their concern about how the results of
the course were going to be evaluated both in the short and in the long
Iun.

As in Joseph’s study, we did not include the religious issue in the
questionnaire but it came upon several occasions. Religion might be a
point of concern and lension. We found opposing views about the role of
religion 1o ethics education. Addressing the question of what we should
avoid, professors said in various occasions that we ought (o be very
careful pot to mix or confuse both. They made clear that they themselves
are practicing Catholics but that, given the outlook of our students and the
aims of the course, approaching ethics from a religious perspective could
be a mistake, On the other hand, others think that ethics and morality
cannot be separated from religion, so their recommendation was thal we
should pot only include it, but also underline this aspect. The following
excerpl is and example of the latter group’s concern:

“...I think that if the Catholic church is expert in this issues (and [
think they are), we should ask them for advice. They have gone a
long way, they have much more experience than we do...because
through all their apostolic activities, they try to shape well
rounded men...they have had that goal and they have taught
people of all ages...they have a lot to teach,”

I'aculty were also asked to tell us what they considered we should avoid
while teaching this course. Their answers could be grouped as follows:

1. To confuse teaching ethics with teaching religion

2. To limit the courses to moralizing

3. To look for “truths” somewhere else (e.g. in the
US)

4. That the courses are dogmatic, imposed, and
authoritarian

We can observe the differences in professors” views about the

religious issue. It is interesting to note the preoccupation (especially of
foreigners) with the search of answers that are compatible with our own
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cultural background. They were the ones to stress that we should be very
careful with “importing foreige truths”.

The Human Rights Approach

With the interview we wanted to learn about the professors
perceptions of their roles as moral educators, about general preoccupation
they may have regarding the ethics courses, and about possible sources of
tension. In a former paper, the author had anticipated some particular
areas of concern in the process of decision making of the interdisciplinary
group (Moreno, 1994). [ will examine briefly in this seclion some of the
strategies designed by our group, aad although (hese tensions were not
directly approached by the interview questions, I will exemplify some of
the emergent themes that relate to some of those questions:

Critical Rationality vs. iostrumenlal rationality and conservation vs.
change

This is one of the hottest issues that have emerged in the decision
making process so far. As stated previously in this paper, instrumenial
rationality has been the dominant perspective that has influenced mosi of
the curricular design in the last decade. Mexican sociely has not precisely
been a good example of a society with an easy flow of communication and
freedom of speech, and universities have not been an exception.

In the early seventics, Mexican universities received a good
number of academics from South America who had flown from mililary
regimes. Those academics joined the ones that has supported the erilical
role of universities.

The rale played by the Catholic Church ie our countries has not
been one unique. The Church is 2 plural instilulion with various fractions.
When some of the colleagues talk about asking the Church for advice, we
would have to ask, to whom particularly in the church?

If we approach the teaching of ethics from the human rights
approach, it means taking a critical view or our institutions, our
government, and so forth. This is a touchy issue at uaiversities at this
point of time, and it is a very delicate issue for private universities which
survive mainly from tuition and private donations from entrepreneurs.

Some excerpts from interviews reflect this preoccupation for the
transformative role that ethics education should have:
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“...1think the future of Mexico lies in the haads of these young
people, in the hands of this university and I think we might bave
an opportunity to be part of a change for the better.”

Probematising education vs. consensus-oriented education

Should our course be directed toward the creation of fundamental
agreements or should we promole plurality? Should the ethics course be
one to shake students” beliefs or confirm the ones that they already bave?

We do think that there are cerlain fundamental values that we
will try to promote, independent from the students” major or religious
background, these values are respecl and responsibility, Bul at the same
time we believe thal a problematising approach may belp students to
understand, review, or modify their commitments, For example one
faculty member who teaches history says:

“Itry to belp them (my students) build a personal poiat of view.
Thal they view and live their lives with a certain awareness...not
because of Iradition, nol because Lheir parents or families act in
certain ways, but because the way they live is the result of
conscious choices, because (hey are conviaced of whal (hey waal.
They are studying what they want and not whal others want them
to study. 11ry 1o develop a criticat and constructive awareness.,..”

Secparate subject vs. integration into the curriculum

As the interviews show, ethical issues are discussed and included
in many subject areas. A separate ethics course might be an opportunity
(o teach moral issues more profoundly.

‘I'wo possibilities have been discussed. The first one was 2 one-
size-[its-all approach. (One course with the same program for all
students). We found (his an easier way 1o deliver the course but with
shortcomings in terms of individual relevance.

We have decided that the course would be offered as a separate
subject, but his does not exclude encouraging facnlty involved in other
content areas (o bring up moral issues related to their particular subjects.

At the present time we bave __ courses opened to students
from all lields, these are:

Christina Moreno 211-

* FEthics and commuaity

« Ethics, life and health issues
¢ Ethics and mass media

« Ethics and humaa rights

« Ethics and business

Exteasive vs. Intensive Treatment

We have discussed lhe mode of the course (modular, seminar,
etc.) and, if it should be taught early when studeats start their college
cxperience or near the end, when they are eatering their professional fields
cither by the community service experience (which is a graduation
requiremenl for all undergraduates students in Mexico)or by (he work
performed as interoships which in our university is a requirement also in
all ficlds.

We decided that a semester loog ethics course would be offered.
The course would draw on both (heoretical and applied ethics, using moral
dilemma discussion (Lind )

Dilemma discussion vs. action models

Al the present time we are using the moral dilemma discussion,
but we would like to combine Lhe discussion of dilemmas with the
experience that students acquire during their community service.

Since the 1930’s there has been a community service reguirement
for graduation at college leve) in Mexico. This service has been carried
outl in several ways, with varying degrees of supervision.

Students at UDEM engage in 500-hoar projects wilh people
living in marginal (economic, social or health) condilion, Some academic
departments design their own project which require the students to apply
their professional expertise (o help a particular community.

This commuaity service has beea carried out without linking il 1o
any process of reflection promated by the university. The ethics course
might provide adequate conditions to bring real situation and not only
simulated ones into the classroom.
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Short vs. Long term projects

There are experiences that report an increase in gains from
relating classroom experience to community service work such as the ones
reported oo the works of Rose {1992) and Boss {1994).

The ethics course experience is limited to a period of 16 weeks.
Nevertheless, if we take into accouat that students are going to relate this
course to their community service and internship experiences (that occur
cither before, during or after the course) we are talking about a medium
length experience. We have done a pilot study with the Origia test
developed by Lind, in order to track how Lhese experiences thai require
both role taking and capable tutoring are combined. The moral judgment
test Is used (o assess the impact of this factors on moral compelence.

Commiiment versus Neutralily

There is a somewhat lacit understanding of faculty members working in
this area (hat we cannot teach without a particular perspeclive. Moral
objectivily is not possible or even desirable,

We are commilted as faculty 1o develop morai competency in our students
and this implies thal we also develop rational capabilities. We are taking
a stand in favor of crealing skills for the construction of a democratic
society, what do we require in order to achieve this?

Finding “a” way for ethics education vs. exploring “new” ways of
promoting moral competency: Closing remarks

Usually there is and underlying temptation of finding (he unigue
and only answer for moral education. Educational institutions often look
for magical answer to fulfill their purposes and satisfy their preoccupation.
The ones who have been engaged in teaching know that we need to
continuously fine tune our strategies to different groups, that every term
we discover together wilh our students, new problems, we explore new
tensions.

QOur proposal for moral education at our university should allow
for a variety of possibilities within the curricular academic offer to other
kinds of extra curricular and co-curricular aclivities. We must search for a
common framework that could promote conversation and teamwork at
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these early stages of the project, human rights seers to provide a
wonderful opportunity to examine everyday moral issues across our
country and to move to the very heart of our institution, examining our
praclices, habits and policies. While aiming to change the world around
us, we might de up changiog from within.
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Outline of argument

Introduction
(a) The recent SCAA list of common values:
(i) lacks a grounding in reason;
(ii) captures a need for legitimate common values to be
taught in schools.
{(b) The list of values does not look so helpful when one considers the
practical curriculums that might develop.
(¢) Alternatives 1o a list of values seem prima facie more educationally
. vaiid.
(d) Is it possible 10 develop a framework for common values which is
grounded in reason?
An alternative view
(e) The values oo the SCAA list can be seen as moral values, and can
be grounded in a framework of virtues.
() Maclaotyre’s account of virtues depeads upon:
(i) that we all make sense of the social world by gathering actions
together into social praclices;
(n) the virtues that ought to be displayed by all are dependent on
the social practice in which one is engaged.
(g) If we all make sense of the social world using the same mental
framework then are the social practices different groups generate the
same?

() The social practices are common if we have a commoa part of our
social life e.g. we are part of the same country.

Conclusion

(i) Heace if (g) is correct, then there are common social practices, and if
(6)(ii) is correct then these social practices entail a list of common virtues.
This provides a reasoned and necessary list of values for people who
operate in Britaia.

Introduction

The common school is presumed to have some sort of common aim, and
in Britain has a basic common curriculum. The Education Reform Act of
1988 brought in a National Curriculum which has framed the classroom
activity of teachers. The act placed upon schools not only responsibility
for the intellectual development of students, bul also their cultural. moral
and spiritual development. The difficulty is I hope obvious, whereas it is
reasonably clear what physics ought to be taugh, the teaching of morality
is fraught with difficulty. The problem is pluralism - it seems empirically
true that different people hold to different moral, religious, political va-
lues, and what is more this difference is clearly visible to teachers, pupils
and parents, Consider the comparison with physics. Few teachers are wor-
ried by pluralism in physics, for example Peat’s (1995) articulation of the
scienlific investigations of the Blackfoot [ndians has not undermined
parcntal confidence in Western Science. Scientific pluralism is less
obvious, and less probiematic. Further there is a deep seated belief in
sociely that scienlific disagreement can be solved rationally, whereas
values disagreement are irresolvable. Pluralism slips into relativism. There
has been a long standing desire within education to develop someguidance
as to the kinds of values that could be taught in schools, particularly in
response to what was seen as a lack of moral education in the home. The
moral 'deficiency’ of the young needs to be counleracted by the State, and
the school is an ideal vehicle. There was a call to a public debate aot
about the aature of values education in school per se, butaboutthecom
mon values that teachers could feel confident to teach. The result was
essentially a democratic approach - a select group of people were gathered
together to see which values they zll held in common. Thus consensus
politics combined with a desire for some direction in a difficult area.
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The positive result of such a move is a list of values which teachers can
use as a basis for values educalion without fear of being harangued by all,
the negative result is that there seems no reason why they shoulda’t be. In
fact the list of values provides no reasoo at all for us 1o accept them as
legitimate values that ought to be taught in schools. The list is the product
of naive naturalism - just because is was the case that slavery was legal
and accepled in 1he past does not imply that we think that teachers in that
cra ought to have taught that it was right. The only possible exceptions are
cither tolal beliel in perfeciion either divine law or human society. This
paper is a response 10 the lack of reason which underpins 2 particular
government sponsored initiative to develop an accouatl of common values,
I shall shortly describe the way in which this list of common values was
generated, before moving on (o look at the specific problems I bave with
such in approach.

The core of my response is 10 look at an alternative account of moral
values which has same claim 10 being common. The alternative view is
broadly based in meta-ethical naturalism, and deals with the need for
legitimate reasons for holding particular values. This view is developed io
the work of Alasdair Maclntyre (see Maclnlyre, 1985). The work of
Mauclntyre requires a commitment to (i) a form of realism with regard 10
social phenomeaa; and (i) a common mechaaism for making sense of
social phenomena, Maclatyre himself does not make any sociclogical or
psychological claims, bul in the coatext of an interdisciplinary conference,
[ hope to stimulate 2 debale of the common nature of the brains
interpretation of the social world. As part of this paper I draw on some
thoughts [rom evolutionary psychology.

SCAA initiative

In late 1995 the School Curriculum and Assessment Authority (SCAA)
iniliated a 'public debale’ about the values that ought 1o be laught in
schools. The motivation appears to have come from three areas. The first
was a sense of moral unease with a recent spate of murders by children of
other children; the second was the christian conservalism of the head of
SCAA; and the third was a general climate in which teachers were
(l?elieved to be in need of guidance about what cught to be taught. There
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are, 0o doubt, other mativations at work, but it needs to be recognised that
(i) there were mixed agendas; and (i) Lhat vatues were perceived as
closely connected to “moral values’.

The first stage of this public debate was an attempt to develop a list of
values which could be defended as being held in common by ali
reasonable people. The list was to be a set of statements on which all
agreed, and if only ooe person disagreed theq, (o principle, it could oot be
included. The reasonable people who came logether numbered 150,
representatives of different organisatioos, and specialists (leacbers,
academics etc.) chosen by SCAA. The organisations inviled to sead
representatives was selective - (he British Natioaal Fronl, or Traveller
commuuities, for example, were not asked to send represeniatives. The
forum of 150 people met together (mostly in groups) on a pumber of
occasions (for most groups this was three 1imes), to develop a list of
values, These lists were thea collated into the final document by SCAA
officials,

The resulting list contained a number of general values collected together
in four groups - valucs relating to: society; relationships; the self; aod the
environment. For example in relation 10 “the self” - "We value each person
as a unique being of intrinsic worth, with poleatial (or spiritual, moral,
intcllectual and physical development and change’ (SCAA 1996).

If the list was really intended (o pravoke a public debate (hen il seems to
have failed. It has lead to a number of academic responses poinling out its
defects (see Carr, 1998). In public lerms the failure of Glenn Hoddle to
pick Paul Gascoine for the England World Cup Squad has raised more
debate. As Carmr points out the SCAA document is nol the harbinger of
public debale, but a legilimation of a particular {orm of values
socialisation. For an 'insider reflection on the SCAA process see Talbot
and Tate (1997)

Details and deviis

it has been said that the devil is in the detail, and let us agree with Haste’s
(1996) short review that consensus on Lhese values was unsurprising. The
list of values was never intended to stand alone, but il was recognised that
the individual values that a persop had reflected their 'form of life’. It was
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clear that any reasonable form of life would include these values. A form
of life is here seen as the product of an individual’s cultural background,
and their personal life choices. As I bave pointed out the major difficulty T
have with the SCAA approach is the lack of reasons that underpin the
generation of the list. Democratic means have been held suspect since the
days of Plato’s republic - there are situations, and issues which are not
suited merely 10 the will of the people. Values, and moral values in
particular seem to be one.

However, the list was meant to inform a particular practical issue - values
education in schools, does it pass a pragmatic test?

Lct us consider what a reasonable teacher might do with this list of values
- even given 1be fact that they confidently held them’. The situation in
which most teachers teach is normally oae of plurality of values. Given a
list of values there seems to be two respanses that be teacher could make:
firstly, that the list provides the basic framework of a curriculum for
exploring values in society; or secondly, dispuise the different approaches
i values and induct pupils into the established list. The second approach
seems both less likely to succeed and contrary to what we normally
understand by schooling. If it could be justified as acceptable in schools,
then the thin aature of the list {that is the highly limited nature of the
values included) would seem insufficient to develop a comprebensive set
of values for life. [ shall return to this later, but first I wish to consider the
idea of the list as a basis for a curriculum.

There are a large number of values that could be taught in schools, but
these values on the list are the ones thal need to be taught - not because
they are more importani, but because they are legitimate. A brief look at
the SCAA list seems to indicate that it is of a manageable length. The
teacher teaches them assuming that they are commonly held by the
cultural groups to which the pupils are linked (whether or not these are
religious). (By definition any group that does not hold these values is
'unreasonable’.) The teacher then takes a plural approach to the
justification of these values, why it is that different cultural groups find
these things to be valuable, and perhaps pointing out where the
disagreements between groups arise.

"This seems a reasonable approach to the subject, but il also seems a rather
long way around - il is not clear what the 'commonly held’ potion adds to
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the teaching of values, Surely a better criteria is one of "most jmportant’ or
’opes that are oot taught elsewhere’? [f one rejects the need for uniformity,
there may be a more credible educational argument for teaching those
areas of values on which we disagree (Mott-Thornton, 1998).
Whal if we take setiously restricting the 1eacher to teaching the values on
"the list’, then we are faced wilh the implications of warking withia the
confines of a thin, groundless account of values. We could teach the basic
values, and even that we (teacher and pupils) should embrace these values,
but we still fall prey to the question of 'why?’. In addition we develop
attitudes towards values in what we do not teach, as well as what we teach,
In his essay on Sex Education, Russell (1932) argues that in oot
mentioning sex young people take this as an iroplication that sex is
’unmentionable’. This conclusion is also reached by Midgley (1991) in her
discussion on religious education. Thus the teacher who teaches the list of
values is not simply leaving untouched the values that a young person
might learn from their commuaity, but is effectively developing a two tier
system of values. Youong people learn that there are values one can discuss
in public (i.e. the school), and those which one refrains form menticning.
This might not be a problem, but for the fact that the list of values is not
substantive enough for an individual to develop a comprebensive set of
values. As SCAA themselves recognise the list is to be (illed out within
particular forms of life, such recognition seems al odds with an
educational approach which restricts itself to teaching the list, and only the
list.

The discussion so far may seem so much hol air - of course teachers will
use the list of values like they do other government information - wilh
professionalism. Teachers will lake the basic ideas, and the tradiiional
approaches to education, and synthesis the two.

At the ead of the day we want to say that we hold these values in common
because we see them as being reasonable, That is not just reasonable for
Christians, Liberals, or Muslims etc., but reasonable to everybody who
isn’t prejudiced. We think that it is right to respect olhers, to value both
truth, and a sustainable environmen, it is the result of common sease. As ]
mentioped above certain groups were exciuded from the ¢liscussion
because they are oot like us - we have a sense of commounaity which
enables us to define others as outsiders. The list of values produced is seen
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to have force because it is a collection of values with which only the
prejudiced, criminal, insane, or parasitic would disagree.

In the discussion above I hope 1 expressed the view that whal we expect a
competent teacher 1o do is lo develop a curriculum in which young people
are brought to recognise the values io society, and discuss there merits.
The aim of the SCAA iuiliative, bowever, seemed to be grander - (O
develop an account of values which young people ought to embrace. The
difficulty is that the approach 1aken of consensus does vot provide the
mandale for such ao a set of values. There is a requirement for a
framework to justify such a conclusion. The SCAA list is one of primarily
moral values, and 1 shall pow turn 1o ao account of moral virtues, though
there is not reason why one could not broaden Maclatyre's account for
other values (see Zagzebski, 1997)

Nuturalism, values and forms of life

In 1981 Alasdair Maclntyre published the first of a series of books and
articles developing a broadiy Aristotelian account of the virtues. There
might, at first sight, seem to be a mismatch between the values language
ol SCAA and the virtues language of Maclniyre. SCAA desired a "neutral’
language in which o conduct the public debate - values as opposed to
¢ither morals or virtues seems (o do the trick, bul are they describing
different things?

There are two points that ought to be made. The first is that the values that
appear on the list are essentially "moral values’. We might have said thal
we value the use of toothpaste, or warm clothes, both of which I suspect
are commeonly valued. The second is the question of why do we value
things such as "human rights’. It is not an inlrinsic values, human rights are
not thought valuable in themselves, bul only in as much as they articulate
our hasic moral believes about how we should act towards others. Again,
the family is valued °...as a source of love and support for members..’
(SCAA, 1996). I it ot the case that we believe there 1o be a moral
obligation 10 love and support those closet 1o us? I am in danger here of
mixing moral languages, but I what to show that the values are valuable in
so far as they caplure moral inluitions. In developing an account of
common values of the sort espoused in the SCAA list it is legitimate to
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mave to the language of morality. Having established a moral framework
within which are intuitions can be challenged and reasoned out, it will
then be possible to return ia the opposite direction and establish from thai
moral framework a collection of common values.

Virtues are esseslially character dispositions which can be described in
terms of more generalised form, for example, the virtue courage is a
disposition to act neither coward!ly or foolbardy - but the act of courage
itsell will take differeat forms under different conditions. The values
statements are statements about whal we Lhiok people ought to be like -
just, developers of the common good etc. The claim is not that the two are
identical, but that values stalements of the sort conlained in the SCAA can
be read as statements aboul the types of virtues that we find commendable.
Since the values statements have no justifying framewark there is no
aliernative to re-interpreling these statemeots in other ways.

Maclatyre’s project is one of articulating the nalure of moral language and
establishing the kinds of virtues that we need to develop in order to live
life well. At the heart of the approach is the belief thal there are better and
worst ways to live life. This, although it has an ancient heritage, is
practically unhelpful - few if any would disagree wilh such a general
comment or know what do with it.

[f it is possible o divide life into a meaningful collection of activilies and
ascertain what it means for one to perform each of these activilies well,
then with some additional work on how one personally evaluates which
activitics one cught 1o engage io, it would seem possible to develop an
account of what it means 1o live life well. Performing each of these
callections of activities well means to display (he virtues inherent io those
aciivilies. We value these virlues because they enable us to live [ife well.
If T do oot play sport then T am unlikely to develop or value the virtues
inheren! in sport - say courage, though I might develop, and value, through
academic work, a virtue of courage.

Consider what | would need 10 do to develop a list of the virtues need in
the various parts of my social life. I would need to:

(a) develop a list of all possible collections of activities, thal is all
available to me in my saciety;

(b) develop an understanding of the virtues inherent in each collection of
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activities;
{c) develop a means of establishing which collections of activilies are most
profilable for me to engage in as part of the flourishing life.

The question arises as to whether this collection of virtues would be in any
sense common? It is necessarily true that (b) must be commeon in so far as
the virtues are congected 1o the collection of activity. If (a) is also
common then we would have a list of valuable virtues which could be said
to be held in common - though of course which aclivities | engage in, and
which ones I find personatly valuable will be a matler to be settled by (c).
In the following work I shall ignore the question as to how one decides
which activities promote the flourishing life. "This is not meant to imply
that this is less important or ought not to be part of a social education
curriculum, but that it is marginal to the maip argument. I shall now
briefly review Maclntyre’s thesis.

Maclntyre holds that we are born into a particular cultural tradition, which
delermines what sense we make of our social world. The social world
presents itself most tangibly in the form of social institutions - schools,
government etc., but also through the need to make actions intelligible, If
you see me kicking a ball, then il mmakes sense within the context of
football, If you see me kicking another person, then it could be Karate,
self-defence, or Gricvous Bodily Harm. The reason kicking a ball makes
sense within football is because it contributes to the ends of football - to
win the malch, and to play well. Another example is buildiag a brick wall
which might take its purpose and value from beiag pari of the building of
a house, that is parl of the practice of architecture. Of course if the wall
was built by Damien Hurst and exhibited in the Tate Gallery then it would
take its meaning and purpose from tbe practice of Art. The ability to make
sease of any particular action requires its location within a particular
practice, and as such an understanding of the various social practices is
philosophically prior to understanding both one’s own, and others, actions.
Relating to this to (a) above, The claim is that we see the social world as
being composed of social practices which are themselves composed of
actions. The actions become meaningful because they contribute to the
end goals of the social practice of wbich they are a pari. The cellection of
social practices Lhat we perceive is determined by the culture into which
we were born (i.e. raised). However, it does seem according to Maclntyre
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that the fact that we see the social world in terms of social practices is not
tied to our cultural heritage. The only way out of this is to claim that there
is some inherent predisposition within the brain to see the world in this
way. If this were true then the framework for making the social world
intelligible would be commoa to all human persons with proper
funciioning brains. If this basic framework is correct, tben when we talk of
distinctions between cultures we are talking their division of actions into
different social practices, Before returning to the question of the brain |
wish to briefly consider the implications of this possibility.

Different social practices

The idea that different cultural groups perceive their soctal world in terms
of different social practices has two possible forms. The first is thal there
is no sharing of the social practices between dilferent groups. It is well
recorded the difficulties that early anthropologists had in making sense of
the various religious, moral, political practices of different (ribal groups.
The division lines were in Jiffercat places, and confusion resulted, The
second approach is one which sces a particular culural group as having a
common set of social practices with another group, bul in addition other
sucial practices. ‘This might be the case in Britain among Moslems. The
social practices of liberal democracy, work etc. are the same as other
members of the communily, but in addition there are social praclices
concerned with religious practices which are not shared. There are two
further caveats that 1 wish to add to this. The first is that we might waai to
say that these religious dulies also play a prominent role in decisions about
want social practices one cught to engage in for a flourishing life, so for
example pre-marital co-habitation would not be considered right, but this
is ot a case of the action being seen as unintelligible. Secondly, a
different cultural perspective might enable finer discriminalion within a
social practice, and enable ane group to see distinctions 10 which another
group are blinded - for example between different social practices of the
family. Liberals tend to see the family in materialist terms which hides a
distinction between different social practices of the family apparent to,
say, Christians,

It would seem impossible for different cultural groups to effectively live
and work together and be dividing the social world up into completely
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different social practices. It therefore seems empirically true that in Britain
we are dealing wilh the second type of difference. Different cultural
groups share a number of comunen social practices, and as such value the
virtues which are inherent in these practices.

{s evolutionary psychology helpful?

‘I'he argumenl so far is that if there is a common mental structure for
making sease of (he social world then if we share a common social reality
then there will be a common set of social practices. It might be that you
and I share a significant part of our social world, but not all - hence our
total set of social practices might be different, but we would still have set
of praclices in common. One musl lake carc here, and aot assume thal the
same word say ‘family’ relates to the same social practice. [ take lhe
cxample of the family because thal proved 1o be difficult in the SCAA
discussions. A stronger form of the value of the family was included in the
appendix, as a means ol achieving morc general agreement on the weaker
form in the body of the document. This has heen scen as an indication of
the fact that religious groups wanted in imbue tbe family with more values
that others. Here [ want 1o offer an alternative account - that the social
practice of the [amily is different of the different groups, and hence the
virlues and values that are necessarily tied to Lhe social practice are
different, For example, some Christians would hold (hat a ontological shift
pecurs when a man and woman marry, angd thal the {amily has significance
in a 'spiritual field’, aclions with regard to the family are made intelligible
within the light of this dimension as well as the matcrial dimensions. The
sccular humanist on the other hand must restricl their aliention Lo the
material, and potentially make sease of actions within the family in
ditferent ways.

I do not want to minimalise the difficulties involved in defining our
common social practices, and understandieg the virtues inherent in them,
but it the claim that we have a common means of making sense of the
social world sustainable?

An interdisciplinary coaference with psychologist, and sociologists is
probably pot the ideal place to display one’s ignorance of evolutionary
psychology. However, 1 shall attempt to point out what has lead to the
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speculation that such a direction might be fruitful. It is worth pointing cut
that I am not concerped with rather crude arguments that have been made
about the relationship between evolutionary psychology and morality, The
evolutionary "fact’ tbat [ am biologically proge to promiscuily does nol
lead to the view that this is morally justifiable. This is just too naive a
form of naturalism.

As T understand evolutionary psychology the developmeat of the brain is
directed by the reproductive value that it gives to the organism. The
greater the number of offspriog the greater the possibility of the functions
of this brain becoming more prominent in the population al large. One
implication of this is the lendency towards particular activities
(promiscuity or family life etc.). The other branch which I am conceraed
with Is the processing of perceptual data. The ability 10 form correct
beliefs about the world, both physical and social, would seem 1o provide
survival value. If I have a poor sense of the physical world 1 am more
likely to fall and injury myself, or fail to sec a moving aaimal about o eat
me. Io the social world tbe abilily lo make sense of the actions of olhers,
and the expectations thal hey have of me would seem to provide both
survival value (am 1 about to be killed by the person next to me), or direct
reproductive value (is successiul reproductive activity likely). The way in
which [ make sense of the world is less imporlant to my argument at this
stage than the claim Lbal such a way is subject ta Lthe same evolutionary
success crileria as any oiher organ. If the need (0 make sense of Lhe social
world is a necessary and crilical part of the evolutionary history of the
human species then one would (I think) expecl dominant cognitive
structures to develop which frame (he way Ihis is achieved. Dominanl in
Lhe sense Lhat il is common €0 al! bumano persons.

The argument here is not about the substantive aspects of social praclices
as being hard-wired into the brain, but the processing which ascribes
intelligibility to actions by collecting aclions togeiher into social practices
such that they gei there meaaing for the overall purpose of the social
practice,
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Conclusions

In this paper I have attempted 1o speculate about an alternative approach

to common values, The commonally beiag drawn from the structure of the
human mind, and the shared social realily with which those in a particular
country engage. There might be an argument for claiming that this
approach could include not only those i¢ Britain, but all those in the
broadly liberal countries, and perhaps, under the influence of global
business, much of the know world. The framework is developed with an
eye to offering a reasooed account of what teachers ought (o leach in
schools. Il the framework is correct then teachers ought 1o have confidence
in teaching these vaiues, as well as developing the pupils’ ability to choose
in which social practices they should engage.
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A major problem regarding religious development concerns moral
development and role-taking opportunities. It is one of the purposes of the
presenl research to investigaic the usefulness and validily of Oser’s
Religious Interview in an Italiaa setting. In addition, the project was
designed (o lest the universality of the stages and their sequence with the
help of a cross-sectional study representing different age levels. It was
then investigated (a) if religious judgment development is relationed (o
age; (b) if moral development stages are related with the religious
development stages.

The Italian version of the Religious Interview of Paul’s Dilemma
shows good Jevels of reliabilily and validity, which are comparable with
those of the original version.

Ilighly developed stages of religiousness involve role-taking opporlunities
and high moral development stages.

What processes operate to encourage the integration of moral and
religious developmeat in everyday life? To whal extent can religious {and
moral) development be improved by role-taking opportunities? These and
a series of related questions remain to be further explored.

[ntroduction

Ttis paper is part of a series of studies on the relationship between moral
and religious development,

For the first time in 1980, Power and Kohlberg’s paper addressed
the problems of moral stages without idenlify them with morality. The
authors examined and empirically document what is specifically religious,
and also described the connections belween ego development, the social
almosphere in schools, and religious judgment (Power & Kohlberg, 1980;
Oser & Reich, 1990). Taking up ihe question of the relationship of
religious thinking to stages of moral judgmeat, Kohlberg (1984, p.321)
notes that their functions are different. He assumes that “the funclion of
moral thiaking is to resolve competing claims among individuals on (he
basis of principle, and thal the function of religious reasouing is to affirm
life and morality as reiated to a transcendent or infinile ground or sense of
the whole”.

Moral reasoning asks: “How to life justly and why?” while
religious reasoning focuses on “Why live?”. The religious question
pertains to the moral domain but is not answerable in terms of moral
discourse {(Kohlberg, 1984, pp. 322-323).

Koblberg and Powur describe a stage sequence for religious
concepls that parallels the model for moral development (Kohlberg, 1984).
At stage 1, aulhority is based on superior physical characteristics, and
children’s thinking is rooled in a sense of obedience to adulis. The deity is
viewed as powerful, capable of making everything happen. At stage 2,
children base their moral reasoning on a sense of fairness in concrete
exchange. They see their relationship to God as based on [air exchange:
God may be influenced by personal prayers and religious practices. At
stage 3, moral judgment is based to a great degree on a desire 1o meet the
expectations of family, friends, and the community, and mutual trust is
recognized as a primary value. God is viewed as a trusted and (rustiag
deity, and his authority is tempered by mercy. Al slage 4, a concern for
maintaining the social system is seen as primary. The deily is viewed as a
“supreme being as a law-giver”, who overrides the personalistic view of
God of the previous stages. At stage 5, the deity is viewed as one who
supports aulonomous moral action. Stage 6 is assumed to invoive a
cosmic, perhaps pantheistic view of the universe. Kohlberg sometimes
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identifies a “highest” stage of world view incorporating faith and morality
(stage 7). The highest level of faith development is identified as stage 6 or
7. “The characteristics of all these stage 7 solutions is that they involve
contemplative experiences of a nondualistic variety” (Kohlberg, 1984, p.
345). Stage 7 is a metaphorical notion seeking a solution that is
compatible with “rational universal ethics” and essential for undersianding
human development. He hypothesizes that moral stage development is
necessary bul not sufficient for a parallel stage of religious development.
“Put in slightly dilferent terms, the idea that development of moral
principles s necessary, but not sufficient for a metaphysics of morals...
represents the idea that one moves from a betier known or more certain Lo
the more unknown or speculative” (Kohlberg, 1984, p. 337).

Kohlberg sees that the ultimate goal of religious development as
coming 1o terms with the meaning of life and the reason why people
should choose Lo live.

Consonant with Kohlbergian’s theory and research, the best
known lines of inquiry are James Fowler's and Fritz Oser’s research
sirategies (Fowler, 1981; Oser, 1991a, b).

Fowler bases his theory on extensive interviews and descriptions
of [aith stages from the intuitive-projective to the mythical slage, followed
by synthetic-conventional, individual-reflexive, polar-dialetic and
universalizing stages (1981). About the question as (o whether faith
development is related to moral stages, he felt that, both psychologically
and philosophically, moral development proceeds 1o {(and causes) faith
development and vice versa.

Oser parallels Kohlberg’s theory and researches closely.
However, according 1o Oser, a given stage of moral judgment is not a
"neeessary, bul insuffcient condition” for the corresponding stage of
religious judgment (as Kohlberg assumes). The basic claim of Oser’s
theory is that all religious judgment stages are considered basically
independent of moral stages, on account of the “religions mother-
structure”. Oser’s theory (Oser & Gmiinder, 1991, pp. 48-56) postulates
the existence of a religious mother-structure which facilitates “religiously”
qualified coping with reality.

Oser’s religious reasoning “mother structure”
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Oser writes that, in many conversations with Kohlberg, be has
repeatedly stressed the cooviction that “religious structures” are ”soft”
while moral structures are “hard”. Morality, be maintaios, has a
generalizable structure, because it plays a role in every society, while
religion may comprise and include morality, but it does not belong to the
generalizable domain of humen experience (Oser & Gmiinder, 1991). In
analogy with the concept of “mother-structure” iatroduced by Piaget
{1968, pp. 23-28) in the domaio of mathematics, Oser relates the concepl
ot mother-structure 1o the construct of cognitive-religious judgment. The
coguilive religious mother-struclure is conceptualized as a fupdamental
structure possessing an irreducible core. This core a) facilitates specific
coping with reality, rcligiously qualitied, which goes beyond content; b)
proves to be resistant to enlighteument and secularizalion, examioed from
au bistorical perspective.

The religious mother-structures are “experienceable” by
everyone. They are identified as specific reasoning patterns located above
or below everyday reality as common perceptions, and are universal. In
particular, the religious mother-structure contains “a very specific
reasoning potential which moves on the very specific level of Lthe
questions of meaning” (Sauler, 1980). The religious mother-struciure “is
oot an immediate self-aclualization, but (he process with which people
enlcr into a relationship with ao Ultimale Reality which trascends all
empirical determinants” (Rendtorff, 1980, p. 199).

A logic of religious development with various forms of structural
level is made possible by lhe concepts of “lotality” and the meaning-
making ground. The religious molher-struciure represents a unigue form of
knowing concrete situations with the aid of the seven polar dimeasions.
These are: freedom versus dependence, (rascendence versis immanence,
hope versus absurdity, [ransparency versus opacity, trust versus fear,
eternity versus ephemerality, and holy versus profane (Oser & Gmiinder,
1991).

Equilibrium among the various polar elements is accomplished by
the process of making and receiving meaning. The preference or activation
of certain dimensicns by subjecls represents the religious reasoning system
of those subjects. Decision-making constitutes a diyalectic process, a
selective structuring process, which reveals the regulatory system of
religious reasoning.
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On this basis, Oser posiulated a five-stage sequence of cognitive
stages of religious development as qualitatively different foums, o balance
these dimensioas and relate them to each other in order to render the
religious construction of a particular life situation, or, in other words, to
produce a religious judgmeat (cfr. Table 1).

Insert table 1 about here

Religious judgment refers “lo the interpretation of experience
with respect o a relationship with an Ullimate Reality in a concrete life
situation” (Oser & Reich, 1996, pp. 370). It invoives processing of
particular events and is not resiricted Lo contingency situations, although
such situations facilitate its formulalion. As previously indicaled, to
achieve a new equilibrium of meaning-making, 1he individual balaoces the
various aspecis of events in terms of one or more polar dimensions: the
parlicular balance between the two poles of cach pair is indicative of a
religious stage. A central point of the theory is that the quality of the
equlibrium changes from one developmental level to the next,

From the research poiul of view, Oscr interviewed individuals
aboul their meaning-making in actual critical siluations, using Kohlberg’s
method of working with dilemmas. Oser created eight dilemmas in order
io elicit religious judgment. The seven polar dimensions characterize the
structure of religious judgment to construct 1hese religious dilemmas and
the respectlive probe questions for interview purposes.

Oser’s religious judgmeat measure

Oser proposes a method, called “semi-clinical interview”, which
leads people Lo express their religious judgment. According to Piaget’s and
Kohlberg’s methods the interviewee is confronied with cerlain problems
and is required to decide on a coursc of action. The follow-up on the
response with theory-guided and hypothesis-oriented questions aiming al
the reasoning behind the decisions made by the interviewee is a special
characteristic of Oser’s method. Piaget believes thal only Lhe semi-clinical
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interview method makes it possible to observe peoples’ intellectual
processes (L.H. Eckensberger et al., 1980).

Io the semi-clinical Interview, Oser asks subjects what (hey would
to do if they were the actors in the dilemma-stories, and why. Respoases to
these questions and follow-up questions are used to measure subjects’
religious judgment. Oser’s research followed the Piaget-Kohlberg research
paradigm and evaluated religious judgment from hypolhetical dilemmas
dealing with religiously significant problems. The semi-clinical interview
generally consists of standardized and non-standardized questions which
depend on the repooses of the interviewee and are useful to supporlt the
standardized ones. The non-standardized questions are supposed (o
reinforce the effectiveness of the standardized questions. They are aimed
at steering the interview along those lines which are relevant for the
investigation of religious judgment and of ensuring a certain level of
reflection in interviewees’ reponses,

The following clemenls are conslitutive of the semi-clinical
metbod: a) confronting interviewees with a certain dilemma task; b} a
content-based decision for aclion; ¢) reasoning for lhe action-decision; d)
follow-up questions for eliciling further reasoning; €} non-standardized
additional queslions.

The religious dilemma consists of thrusting respondents into a
religiously relevant siluation of conflict in which they are faced with the
task of having to create a balance between finile claims to meaning and
questions about absolule meaning. These dilemmas coniaio a conflicl
berween the seven polar dimensions (e.g., immaneace vs. iranscendence;
etc.). The interviewees arc faced with a dilemma whenever two opposing
alternatives suggest themselves. On the specific conflict-situation of the
dilemmas, their cognilive disequilibrium continues. Dilemmas resist a
satisfactory solution.

Confronting individuals with standardized situalions, Oser views
the following advantages: a) the probe questions can be structured
according to the underlying theory (polar pairs); b) subjects’ answers can
be compared reliably; ¢) answers can be used to coanstruct a scoring
manual (Oser and Reich, 1996).

The ceatral dilemma of this method is the “Paul dilemma”, which
from among a number of olhers, has proved 10 be the most reliable.
Almost everyone reacts to this example, provides answers, and
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consciously takes a position. The standardized questions pertaining to this
dilemma are in connectior with the fundamental dimension of religious
judgment.

1t is one of the purposes of the present research to investigate the
usefulness and validity of Oser’s “Paul dilemrma” in ao Italian sefting. In
addition, with the help of a cross-sectional study represeoting different age
groups, the projecl was designed to test religious and moral stages. It was
then investigated (a) if religious judgment deveJopment is related to age
level; (b) if religious development stages parallel moral development
stages.

Mcthod
Sample

The sampie consisted of 152 subjects ranging in age from 14 to 35
years. The average age of the total sample was 21.20 (SD 6,46).
Partlcipants were distributed as follows: 40 subjects aged from 14 to 15
years (mean age: 14.35; SD: ,50); 38 from 17 to 18 (mean age: 17.57; SD:
.50); 38 from 20 to 25 (mean age: 22.86; SD: 1.76) and 36 from 26 to 35
{mean age: 30,35; SD: 2.99). Males and {females io these four age groups
were equally distributed. Different calegories of characteristics classified:

. @

religious attitude (“non-believer™ or “still searching”; “non-praclising
believer™; “practising believer”; “priest”); “belonging to a oriented group”
(“‘social-oriented” and/or “religious-oriented™); “not belonging 10 any
oriented group”.

In the whole sample there were 17.4% of “non-believers” and/or
“still scarching” subjects; 30 % “non-practising believers”; 38 %
“practising believers”; and 14.6 % “priesls”. With regard to socio-
economic status, 34 % were low ; 41.4 % medium; and 24.6 % high.

The social-oriented and religious-orieated groups were involved
aclively in everyday life programs of role-taking opportunity. 26 % of the
tolal sample was involved i “social-oriented groups” and 74 % were not.
46.6 % participated actively in “religious-oriented groups™ and 53.4 % did
not.

Instruments
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The Paul Dilemma (Oser & Gmiinder, 1991) - The Religious
Interview is based on eight dilemmas (Oser ¢ Gminder, 1991, pp. 173-
175). The Paul dilemroa, one of the most widely used, concerns a young
doctor who - during a moment of crisis, when he thinks his acroplane will
crash, promises God that he will devote the rest of his life to the poor. He
survives and then struggles with whether or oot to keep his promise
because it means leaving his native land, his fiancé, and an excellent
medical practice. This dilemma was chosen out because, more than the
others, it evoked strong reactions and because it could be understood by
individuals from a variety of cullures and religious traditions,

The Paul dilemma contains the seven cootrasting dimensions.
According to Oser’s theory, their existiog struclures are revealed because
respondents reflect internal operations.

The coding process consists of examining the stalements elicited
by the dilemma discussion, according to their structural qualities, and
ascribing theo to ooe of five stages of religious judgmeot.

Raters must be trained in this coding procedures. They must learn
how to recognize structures of reasoning and how make the fundamental
distinction between structure and content. The assessment of all relevant
structural statements is calculated into a global score called “Religious
Maturity Score” (RMS), similar to Kohlberg’s procedures, ranging from
100 to 560.

[n validation studies, Oser aimed of validating his developmental
model of religious judgment. Both siudies of condilions underlying
development of religious judgment and cross-cultural studies comparing
religious judgment and other domains of development (such as moral
judgmeant) supported Oser’s model assumptions (Oser & Reich, 1990;
Oser, 1991b; Di Loreto & Oser, 1996; Oser & Reich, 1996).

The Sociomoral Reflection Measure-Short Form (SRM-SF)
(Gibbs, Basinger & Fuller, 1992) - It is an easy-to-use production measure
of moral reasoning that is theoretically and empirically related to
Kotlberg's Moral Judgment Interview. It contains eleven short answer
items addressed to seven sociomoral values: contract, truth, affiliation,
life, property, law, legal justice. The Italian SRM-SF has good levels of
reliability and validity (Comunian & Antoni, 1993; Gielen, Comunian &
Antogi, 1994). The SRM-SF yields two primary types of overall protocol
rating: the Sociomoral Reflection Maturity Score (SRMS) which (s the
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mean of the codable item ralings, raoging from 100 to 400; and the Global
Stage, which represents the overall sociomoral level of the questionnaire.
In addition, the SRM-ST provides Moral Type B, which helps to identify
more balanced, internal, and universalistic moral reflections (Kohlberg,
1984; Gibbs, Basinger & Fuller, 1992).

Procedure

The Paui dilemma and the respective standardized questions were
translated info Italian, The back-translation procedure according to
Brislin’s recommendations (1980) was used. The Iialian version was
cvaluated by three people {luent in both ltalian and English. The translated
material was then translated back into English. Back-translation from
ftalian to English was later dose by a mother-tongue English teacher.
There were no discrepancics belween ditferent versions.

The ltaliao translation of Oser’s Paul Dilemma and the Italian
adaptation of Gibbs’ SRM-SF were administered by the second author as
follows: dalta from the first lwo age groups were collected [rom a whole
class of no more than 25 middle- and high-school sludents, and data from
the other two groups were collected [rom volunleer parlicipanis outside the
work selling. Instructions were given to all participants. The Dilemma and
SRM-SF were read aloud {or the students, bul not for the other age groups.
Participants were told that questionnaires were completly anonymous and
were asked to answer honestly. ‘This study were conducted during 1997
and 1998,
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Scoring

All the protocols of the Paul Dilemma and SRM-SF were scored
blindly by two raters. Interrater reliability, based on 20 protocols of Paul
Dilemma aad SRM-SF randomly selelcted from the whole sample, was
1(20)= .93 (p< .0001)}, r(20)= .97 (p< .0001) respectively. The Exact
Global Stage agreemenl| was 85% for the Paul Dilemma and 90% for
SRM-SF.

Results

The Italian version of the Paul Dilemma evidenced good levels of
internal consistency and reliability (Cronbach’s Alpha = .83; Test-retest=
r=. 82, p < .001). Totecorrelations amoang Lhe religious judgment funda-
menlal polar dimensions (freedom vs. dependence, trascendence vs.
immanence, hope vs. absurdity, (ransparency vs. opacity, trust vs. fear,
eternity vs. ephemerality, holy vs. profane), used by Oser for constructing
the religious dilemma and respective standardized questions all had
significant high positive correlations ranging from .12 {p < .05} to0 .55 (p <
.0001).

Significant differcaces oa the RMS was found among “non-
believer™ or “still searching”; “non-practising believer”; “practising
believer™; “priest”; (means: 316, 270, 310 and 3406 respectively; F (1,151)
= 7.05 p< .0001).

In the gender variance analysis, it is noteworthy thal the main
cffect for gender was not significant (F (1, L51) = .293 p< .589), Only in
the 14-15 age groups did males and females show significant differences
(242 and 260 respectively; I (1,39) = 5.421 p< .025). Also in Oser’s study,
gender differcnce in stage development was noted during adolescence, but
disappeared in adulthood.

Lastly, in the ltalian sample no significant differences regarding
socio-economic status emerged (F (1, 151) = 1.233 p< .294).

Religious judgment and age group trends
Before discussing the results of the Paul Dilemma and Sociomoral

Reflection Measure- Short Form analyses on the Italian sample, the
median of the Religious Maturity Score (RMS) of the Ifalian subjects to
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the Paul Dilemma and the median of the RMS of Oser’s cross-sectional
research (Oser & Gmiinder, 1991) were put together in a figure (Figure 1).
The age group trends, as we can see, looked remarkably similar.

losert figure 1 about here

The ratings from the Italian Paul] Dilemma were first examined by
an analysis of variance for the factors: Religious Maturity Score (RMS)
and age. In the analysis of the means of the RMS ratings were higher for
the 26-35 age group than [or the other age groups. Significant differences
among all age groups on the whole sample were shown (F (1,151) =
59.29). In particular, 1the 14-15 age group, the RMS was significantly
different from the 17-18, 20-25 and 26-35 age groups (means: 251, 315,
326 and 337 respectively) and between the 17-18 and 26-35 age groups
(p< .038). No differences emerged between the 17-18 and 20-25 {p< .534)
and 20-26 and 26-35 age groups (p< .537).

Spearman’s cotrelation coefficient beltween RMS and age was
1=.33 (p< .0001).

Religious development stages and moral developmenl slages

The refationship between religious maturity score (as measured by
Oser’s Paul Dilemma) and moral maturily score {as measured by Gibb’s
SRM-SF) evidenced positive correlations between RMS and SRMS (r=.88,
p< .0001).

Spearman’s correlation coetficients of religious and moral
develpment stages were significant and positively related (Table 2).

Insert table 2 about here

High correlations emerged between stages of religious moral
development and parallel stages of moral development. Stage 3 {in both)
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appeared as a ceatral core for analyses of religious and moral development
domaias.

As we can see in Table 1, the correlation of retigious development
stage 3 with stage 3(4) of moral development was oegative, and was not
significant with the other stages. The correlation of moral development
stage 3 with stages 2(3) and 3(2) of religious development was nol
significant, but was negative with all the stages of religious developmenl
bigher than stage 3. Correlation between the parallel stages 3 of moral and
religious development was the bighest.

Stages of religious maturity and role-taking opportunities

A clear positive correlation was found between RMS and
involvement in religious- or social-oriented groups (r= 49, r= 46
respectively, p< .0001). The role-taking experiences in these groups
showed high cognitive religious judgment development.

Variance analysis comparisons between subjects belonging to
religious oriented groups with role-taking programs and non-belonging
subjects revealed significant differences on the RMS (340 vs. 311
respectively, F (1,151) = 24.56 p< .0001). Variance analysis comparisons
on subjects belonging to social-oriented groups with role-taking programns
and no-belonging subjects also revealed significant differences on the
RMS (347 vs. 317 respectively, F (1, 151) = 21.88 p< .0001). The subjects
who participated in everyday life role-raking programs in both religious-
and social-oriented groups showed higher RMS (357, F (1, 152) = 10.60
p< .0001) than the other subjecis.

PRELIMINARY CONCLUSIONS

Pretiminary evidence suggests that the Paul Dilemma, as adapted
to ltalian culture, is a good measure of religious judgment development.
The results of the present research indicare that the Italian version of the
Paul Dilemma allows reliable intepretation, being internally and
temporally stable. This preliminary validity is encouraging.

The research represents a first empirical attempt to adapt Oser’s
measure of religious judgment development which Is consistent with the
Kohlbergian perspective. One of the most interesting findings from these
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analyses is the fact that Italian empirical data provide further evidence of
the Oser’s “dynantic model” (Oser & Reich, 1990). Moreover, as is ofien
the case, considerable research is needed to address questions regarding
the relation of moral and religious domains.

Where possible, additional research should examine role-taking,
in order to assess the extent 1o which it contributes to religious andfor
moral judgment development. There is emerging evidence to support that
role-taking encourages refigious judgment maiurity in everyday life.

Social role-taking research over the past 20 years {Sprinthall,
1994) indicates that learning higher-order helping skills nurtures hwunane
behavior, ego and concepiual development and moral developmeni. The
role-taking program participanys have interpersonal autononty, caring,
and a greater understanding of democratic principles (Lind, 1993;
Comunian & Givlen, 1997). In the present research, role-tuking wus found
10 be an important means of development of religious and moral maiuriry.
An integrated longitudinal cross-sectional research design would probably

he most valuable. Interactions berween cultural forces and individual
conceptions can only be understood if the religious and moral domains are
studied sinuilianeously in individual groups and cultural levels, and on the
basis of structural considerations.
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TABLE 1 - Oser’s stages of religious judgment.

STAGE STRUCTURAL CHARACTERISTICS

1

Orientation of religious heteronomy. There is an Ultimate Being (God)
who protects you or sends you everything. God is understood as active,
provided with power, intervening in the world directly. The human being
is conceived as reactive: the Ultimate Being’s will must always be
fulfilled; otherwise, the relationship is broken.

Orientation of “give so that you may receive”. The Ultimate Being is still
viewed as an all-powerful being, but may now be influenced by prayers,
offerings, promises, etc.. If one cares about the Ultimate Being, he will act
like a trusting and loving father, and you will be happy, healthy,
successful, etc.. The human being can exert a prophylactic influence.

Orientation of ego autonomy and one-sided self-responsibility. The
individual is solipstically autonomous, fully responsible for his or her own
life, and for matters of the world. The Ultimate Being is apart. He has his
own field of action; we have ours. Trascendence and immanence are
separated from one another.

Mediated autonomy and salvation plan. The individual continues to
assume responsibility, but he or she wonders about the conditions for the
mere possibility of carrying responsibility. The human being sees his or
her commitment as a way to overcome lack of meaning and hope, as well
as absurdity. Trascendence is now partly whithin (immanence): the
Uitimate Being becomes the condition for the possibility of human
freedom, independence, etc..

Orientation to religious intersubjectivity and autonomy, universal and
unconditional religiosity. The Ultimate Being appears in every human
commitment, yet transcends it at the same time. Trascendence and
immanence interact completely. This total integration renders possible
universal solidarity with all human beings and the Ultimate.

A. L. Comunian & Nicola Pi
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TABLE 2 - Intercorrelations among religious judgment development and moral judgment
development stages, as measured by Oser’s Paul Dilemma and Gibb’s Sociomoral Reflection
Measure-Short Form.
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THE EFFECTIVE CITEZEN
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Bath, UK

All educaltion is ,political” in the sense (hat it is about educating citizens
who will be effeclive members of their culture. But whal does

seffective” mean 7 As I was wriling this paper, [ came across a photo-
graph of a ,cilizenship class” in nineteen twenties Chicage. The purpose
of the class was 10 ¢oach 1he immigrant students in knowledge of US
history and constilution, Today, we consider thal cffecliveness requires
more than knowledge - il is also about dealing with social institutions.
[ndecd, all discourses of citizenship have an underlying narrative. It goes
like this; in order to make the world a betler place, to counler the dangers
or evils we see around us, we need 10 produce young people of a particular
kind. We achieve 1his by certain educational practices which we know
will work, according to our story of human development.

However, cilizenship programmes are formulated withio a political
context. They may take for granted unquestioned assumptions about
social systems, social order and social control. Furthermore, there is a
major lension behind this parrative. It hangs on the ,story* of human
development - and who tells it. Education programmes also reflect
assumptions about human development - the ,,problems* that have to be
circumvented, the mechanisms by which ,,good“ development is fostered.

In both citizenship and the closely related field of moral education, there is

a body of research which has generated theories, explored critiques and
considered applications, However, policy-makers are driven frequently
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by a need to meet the demands of a , lay consensus“. But lay theory is
eclectic, and internally contradictory. ,,Commonsense discourse on
good citizeuship tends to draw upon a conventional model of the ,,good
person”. Thisis a portmanteau concept which includes quatities of
personhood, skills of judgement and attributes of self. .

It is easy to find inhereat contradictions in the ,,good person package.
Let us examine six, apparently unexceplionable, desirable outcomes of
citizenship/moral educalion, trequently tound in lay discourse:

a) educating young people to conform to social mores and rules

b) educating m oral judgement and reasoning

c) fostering prosocial behaviour, altruism aod taking responsibility

d) engendering moral autonomy and resistance to conformity
pressures

e) educating moral emotions and caring

3] prevealing anti-social behaviour lhrough internalised guilt

If we compare (a) and (d) it is immediately apparent that they are in con-
flict - not only as values, but more important, that the educational proces-
ses designed to promote conformity are contradiclory 1o those designed Lo
promole autonomy. If we compare (b) and (), the conflict is more subtle;
educuting emotions need not be in conflict wilh educaling reasoning, bul
in practice lhey require rather different educational regimes, and more im-
portant, they reflect very different underlying philosophical theories about
the ualure of moralily. If we compare (¢) and ([}, we are again facing a
tension between conformity tendencies, and the ability to take personal
responsibility in the face of soctal pressures.

So, when we unpack the commonsense package, and identify its com-
ponents, we find a range of very different models of good citizenship,
and of human development. This diversity maps on Lo differenl models
of human nalure, goals of education, and assumptiogs about what educa-
tion processes work. Anolher example is the concepl of the school as a
microcosm . The implications of this vary according to the assumptions
that are being made about how the school works, and what are the desir-
able outcomes of education. For example, is the child supposed to learn
that the community will set coastraints on individual behaviour, and thal
schoal is the place to learn how Lo respond to this? Is the schoo! an arena
for the practice of responsibility (and power) for and over others? Is the
schoot Lhe place to learn how to effectively put forward one’s point of
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view - and is this done within the formal, safe, constraints of adversarial
debate, or does the school really foster critique of its own isternal power
structure and hierarchy ? Does the school teach ,,community” skills
through safe school-organised activity, or does it escourage more
adventurous involvements?

In this paper I shall explore current and competing models of citizenship
education, and with specific reference to three documents. The three
documents are the National Curriculum document on Citizenship Edu-
cation (1990) , the Bluc Peter Green Book. (1990) and the Schools
Curriculum and Assessment Authority document (1996). 1am going 1o
look at the overt and covert agendas of these documents, and unpack the
assumplions (bat they make about the desirable outcomes of cilizenship
and values education, and the assumptions that they make about psycho-
logical and educational processes. I shall do this within the context of
current discussions about values development. These discussions have
two dimensions; one concerns psychological altributes and 1herefore, the
developmental processes that education has 1o foster; the other concern
value theory, the goals of values education, and the relationship between
the individual and sociely. These two dimensions intersect in provocative
Wilys.

Second part

Models and Contradictions

"T'o explore the first of these dimensions, models of development, let us see
whal happens when we unpack the messy portmanteau of , commonsense’
views of character, In fact, we can distinguish a virlues model, a model
(hat privileges reasoning and cognition, and an emergiog model of
communitarianism.

,Virtues® are qualities of personhood and look, in psychological terms,
like enduring traits of personality. Fostering virtues is presumed 10 require
practice in the virtue, in behaviour aad in the appropriate management of
affecl. This requires example and guidance, and the preseontation of clear
cxpectations through folklore and moral fales that exemplify the virtue.
The current enthnsiasm for ,,Character education® reflects this; childrea
are urged to aspire 1o certain personal traits and paiterns of behaviour, As
a psychological theory, this approach emphasises behaviour, and the
shaping of behaviour and values through reward, expectations and
negative sanction.
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Io approaches that emphasise the development of reasoning, values are
the product of cognition rather than enduriog traits. The desirable goal of
development is the capacity for autonomous judgement. This is fostered
by stimulating increasingly complex understanding of the social, political
and moral issues (reflected in stages of reasoning, aloag the lies of a
Piagetian model of developmeat). This is achieved through coatexts which
encourage reflection, and  awareness of inconsistencies.

This is by far the most extensively and rigorously researched area of moral
development, particularly related to the work of Lawrence Kohlberg, and
there is considerable data on the relationship between moral reasoning
and political and social activism. This data suggests that a high stage of
moral reasoning is a sufficient, but nol necessary, condition for certain
forms of polilical engagement and activism, particularly that associaled
with liberal-left issues. In other words, most liberal-Jeft high stage
reasoners have a record of polilical engagement, but aot all persons who
are politically (or morally) engaged have high slage of moral reasoning.
(TTaste, 1986)

The third model I waet to consider is communitarianism. Currently,
communitarianism is a diverse and somewhat inchoule set of beliels and
values, which have becn appropriated by several interest groups, Com-
munitarianism is not unlike environmentalism; both also cut across Lhe
traditional left-right dimension, invoking confusion and some strange
rhelorical battles. Some writers, such as Amitai Etzioni, discuss
communitarianism as a value system, couanterbalancing an ethic of
individualism which is crilicised for failing to foster commilmenl to the
community that sustains a safe moral and social order (Btzioni, 1994,
1995). Others, like Charles Taylor and Daaiel Bell, focus on the decper
ontological and psychological assumptions behind communitarianism, in
particular ou the processes by which values are constructed and sustained.
Their argument is that as we are social beings, we must recognise the
inevitable social processes in the construction of our values, and in the
maintenance of our social and moral worlds (Taylor, 1991; Bell, 1993). In
terms of educational mechanisms for fostering values, Etzioni emphasises
the social processes by which people are shaped into good citizens -
through expectations, reward and punishment, whereas Taylor and Bell
focus on linguistic and hermeneutic processes.

This brief exposition demonstrates the interweaving of value perspectives
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and preferred theoretical models, but the situation is not simple. A further
insight comes from the diverse definitions of ,,responsibility” that surface
in debates about values and citizenship education. ,,Responsibility is a
buzz word in citizenship education, because it explicitly refers to one’s
connection to something beyond one’s own interests - but it serves very
different goals.

One meaniag of ,responsibility - which 1 shall term ,,Responsibility 1" -
is duty and obligation within an established social order. This iroplies
conformity to rules, recognition of the community*s demands and of the
validity of those demands. It implies subsuming one’s own desires to
those of the larger group. A second meaning of ,responsibility” -
»Responsibility 2" - applies 10 caring for others, recoguising that ope has
ties of alfection or affinity to others, whom one should nurture. In terms
of one’s relationship 10 others and 1o the commuuity, this implies
recognising and foslering of connections belween persens - it is not jus! a
matter of rules or a set of obligations that one cognitively recognises. A
third meaning of responsibility - ,Responsibility 3" - arises from a sense
of personal efficacy and agency, where the individual ,,owns” the value
and feels a personal obligation 1o act upon it. This is about recognising
personal commitment 1o Lhe consequences of a judgement which one has
oneself arrived at. A major difference belween these conceptions of
Lresponsibility” is in their implications for action. ,,Responsibility 3"
carries a personal obligation 10 take action that may lead one into
confronlation with social norms and institulions. A sense of duty,
»Responsibility 1", may lead in precisely the opposite direction, fowards
conformity and the suppression of one’s individual judgements.

Third part

Unpacking the discourses of citizenship

The three documents [ want to consider have different agendas. The first,
the National Curriculum document on Citizenship, altempted to define
citizenship eclectically, finding common groungd that would be politically
accepiable. It provided set of guidelines for schools, at each of the four
education ,key stages® (National Curriculum Council, 1990). The second
document I want fo consider is an ,alterpative document, produced by the
BBC television team that makes the Blue Peter programme. It was
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directed at children and young adolescents, and its guidelines concern
individual activity withio loose groups or organisations (Brouze, Heath-
cote & Brown, 1990). The third docurnent I want to coasider is the School
Curriculum and Assessment Authority (SCAA) documeot. This is an
attempt at a consensus about values, rather than a programme 10
implement their education (SCAA, 1996).

What are we looking at, in deconstructing these discourses 7 A prescrip-
tion for cilizenship education or morat education is a rhelorical document.
[t is designed to persuade policy-makers not only to engage in certain
practices, but also 10 accept the goals and perspeclive of the writers. 'There
is an assumption that the present situation is inadequate, incomplete, and
that change is required. There are assumptions about the validity and ef-
fectiveness of the measures prescribed, as well as about the desirability
and achievability of the goals. There is an assumption that the goals are
already shared, or if not, that the reader can be persuaded thal the goals are
desirable, through an appeal to a presumed consensus aboul ,the pro-
blem*“. Any such documenl can be analysed in tecms of what is laken for
granted, assumed to be shared, unquestioned, and in terms of what is
problematic - what needs to be spelt out, justified, put on the table for
debate, or challenged.

The overt goals of the document reveal assumptions about the desirable
altribules of persons. I'rom this, we can deduce assumptions about
desirable relationships - between persons, and between the individual and
the social institutions, the desired social and moral order. Even more
interesting, what is implied about obstacles or about failure - what is
being educated against? To whal is the proposed agenda a reaction? As
Michael Billig has trenchaatly argued, we can only understand a position
if we understand what it is confronting, because any argument accommo-
dates 10 the assumptions of the perceived lisiener (Billig, 1996)

The documenl also reveals assumptions aboul development . Any edu-
cational programme is presumed 10 intervene in a normal process and
enhance il. What agencies are involved in promoting development, what
kinds of experiences does the growing individual need in order to acquire
the desired attributes? Is there a coherent theory of development under-
lying these assumptions? Or is it based on little more than coaventional
wisdom?
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The desirable attribules of persons in the NCC document includes
personal planning and taking personal responsibility, interpreting an
argument critically, the capacity to find out information, helpfuiness to
others, co-operation, sensitivity to cuitural diversity, and the skills of
organising. We can conclude from this that ,.citizenship" is primarily
aboui effective interpretation of information, the ability to work with
others, and the ability to contribute (0 1eam efforts of public helpfulness.

The implicit developmental theory is a skills- acquisition model,
reasoning in the form of weighing up evidence (but not within a Piagetian
or Kohlbergian stage model), and dispositions associated with helpful-
ness. The skills are exercised by individuals in a group or team situation.
The skills do not seem 1o include individual autonomy, coming to judg-
ements which might lead to confrontation with the group, or with authori-
ty. The implied developmental theory is thal skills are fosiered through
practice, so the school - or organised groups in the community - should
provide a struclure io which this practice can occur. Group membership is
explicitly for the effective cooperative use of skills, not for learning how
to Create a pressure group.

‘The Blue Peter Green Book contrasts strongly with this on many points.
The most obvious is that it is direcied to children themselves, not to a
school system or 10 educational policy-makers. The child reader is positio-
ned by this as an agentic individual in a social world, upen which she or
he can have an effect. The language is didactic and in many cases polemi-
cal. The document is extensively furnished with action advice. The desira-
ble atiributes of the reader are, firstly, an eovironmeastalist awareness.
The book discusses environmental issues in 28 topics, ranging from acid
rain, endangered species, pollution, nuclear power and alternative energy.
liach includes information about the issue, and advice about actions .

The clear message is that the aware individual feels a personal responsibi-
lity for environmental issues, and has the efficacy to do something con-
crete about them. The actions invelved require reasoning and generating
solutions,( ,, Think of ways to make your home use energy more efficient-
I¥) proactive observation aod information-gathering, (,,Look out for pol-
lution on the beaches and report it to the local council.” ,Find out more
about nuclear power from involved organisations™ ) persuasion of others,
both by word of mouth and by letter,{,,Keep a diary of the number of times
your family car is used in a week. Suggest that several journeys could be
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combined bind in one trip“ ,,Write to your member of parliament. Ask
OWhat are you doing to stop the greenhouse effecté?“) and involvement
with local pressure groups and campaigning organisations (,,Start a local
waste recycling scheme* ,Join an organisation that“s campaigning for
cleaner rivers and seas).

The imp.ied moral theory of this documeant is limited to issues of respoasi-
bility for the environment. However, moral commitment derives [rom a
rcasoned appreciation of our responsibility for the planet™s future. It is in
mapy ways a Kantian assumption; one reasons that one has an obligation,
and one has no choice but to act upon it.

The third document was published six years later than the others, in 1996,
after a period in which there had been much reflection on the problems of
prescribing values education. The Englisb School Curriculum and Assess-
ment Authority sel up a Forum comprising 150 people from such groups
as youlh workers, teachers, parents, lawyers, media and the religions. The
purpose was not 1o prescribe a curriculum, bul to draw up a consensus on
which a curriculum might be founded. The document coosists of value
statements in four areas - Sociely, Relationships, the Self and the Environ-
ment; I find it noteworthy that by 1996, the environment had become a
mainsiream theme of morality.

The desired goals are a) caring for olher people b) taking responsibility
for the self c) recognising that individuals are part of a larger social and
physical environment t d) treating everyone fairly. The well-educated
citizen therefore can make reasoned judgements, take action in accordance
with them, recoggise the perspectives of others, and act co-operatively,
Relationships are based on mulual respect and consideration - whether
between persons, groups, or wilh the environment. The developmental
processes include the importance of caring relationships - particularly in
families - to Jay the groundwork for self-worth and 1he ability to reflect
and develop respect for persons.

The implication is that practice in reflection, and the experience of lear-
ning how to operate in a cooperative and caring social environment, is the
means of fostering developmeat towards the desired ends. Despite the
emphasis on reasoning and individual responsibility and reflection, deve-
lopruent appears to be grounded in social processes and interaction, and
the explicit outcome is ,,collective endeavour for the common good“.
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and the explicit outcome is »colleclive endeavour for the common good*.

Fourth part

Counter agendas and antitheses

What of the implied antithesis, the consequence of not implementing a
successful programme ? I consider that there are (wo layers of antithesis.
One is relatively overl, for example, pleas for ,responsibility manifestly
counter irresponsibility. To call for ,,integrity or ,honesty implies
that these are currently lacking. The other layer is of a more covert
threat,. Improving literacy benefits individuals; poor literacy overtly
deprives individuals of the opportunity for development of skills.
Covertly, a natjon of illiterate, unemployed people is a recipe for
alienation, crime and political instability. To understand a political
message, we need to look on the dark side.

In the case of the NCC document, the social order is implied partly by the
cight areas under which citizenship education is subsumed. These in
elfect constitute a profile of citizenship itself. These are; community, a
pluralist society, being a cilizen, 1he family, democracy in action, the
citizen and the law, work, employment and leisure, and public services. To
take some examples, ,,democracy in action” translates into interpersonal
co-operation ; ,being a citizen* translates into discussing human rights
issues, and also, for the oldest group, helping in the community. These are
clearly coniexts for learning skills that presumably will franslate into
adult working together and sharing decision-making, being informed
about current affairs (and voting intelligently) and being active in
communily service.

According lo my reading of this texl, the ideal social order comprises
helpful people who keep themselves informed, who are active in doiog
things that will keep the system going smoothly and with public consent.
The overall impression is of intelligent participant observation, not
challenging an existing system. For example, ormal debates are suggested
as a way of clarifying issues and acquiring the skills of adversarial
~discussion, but there is no suggestion that this might translate isto the
“skills of social action that challenges institutions. As I have written
elsewhere, ,,cqual cpportunities are suggested as a useful topic under
,work, employment and leisure®, the activities suggested are Othrough
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debate and discussion, pupils examine equal opportunities in different
types of work and leisure and the impact of equal opportunities
legislationO. There is no suggestion, for exanple, that the pupils take
their own school as a case study, find out the overt or hidden mechanisms
of discrimination, and work out ways to counter it.“ (Haste, 1993, 158)

It is my reading that the ,jovert” antithesis is disaffectioa, lethargy and
self-interesl, a nation of people whose apathy makes the commuaity
sluggish. The covert, ,dark™ message in my view is that a disaffected
society is alienated - and disobedient. The message seems to be about
getting people to subscribe voluniarily to the values of the existing system,
to gain the skills lo use it. The absence of virtually apy ,,skills* for
confrontation, challenge, or pressure for change is noteworthy
»Hemocracy' appears to be a kind of mutual contract which draws all
citizens into a shared participalion in the system. It is ibe citizen who is
waccountabie®, rather than the authorities.

The desirable sacial order io the Blue Peter Green Book is explicilly a
Green world, a saved planet. Bul it is also a world in which everyone is an
active and engaged citizen mooiloriog the institulions and authorities of
sociely. The environment is the first project, but he siyle is general, It is
jnteresting that the presumed ,,political neutrality of the environment
issuc allows it to be a major plaok of the highly eclectic SCAA group, as
well as permitting (he carefully neutral BBC 10 be engaged. The Blue
Peter world is a place of open debale and encrgelic persuasion and action.
What are its antitheses?

The overt antithesis would appear 1o be indifference, failure to take
responsibility in a crisis situation. If people do not feel efficacious and
respoosible, dire environmental consequences will happen. In that sense,
the document is overtly a call to action, a polemic, with a clear agenda,
However the fact that it is directed at children indicates an educational
intent, to equip the next generation with certain attributes, The covert
antithesis scems to be about accountability and monitoring of government
and other institutions - implying that we canaot trust the authorities
(especially commercial interests) to act in the best interests of the
nation/planet and the good citizea needs to be vigilant - even vigilaate.

This covert antithesis echoes the peace movement era. The same rhetoric
was applied to peace twenty years ago. Research found that a key
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dimeasion of protest about nuclear threat was the intersection of trust in
the government, and sense of personal efficacy. Those who were involved
in activism had low trust in the government, and high personal efficacy .
They were also very altentive to threat and the possible consequences of
nuclear war. Further, they expressed anger rather than fear. Those who
had high trust and high efficacy showed little fear, and considered that the
government had the situation in hand. Those with low efficacy expressed
fear, pessimism and helplessness (Marsh, 1977; Haste, 1989; Thearle and
Weinreich-Haste, 1986). The Blue Peter Green Book agenda, while never
explicitly recognising links to this tradition, appeals for high efficacy, low
trust individuals to act as watchdogs in a dangerous and uncertain
siluation.

Finally, what is the antithesis of the SCAA perspective 7 Overlly, its
message is a buttress against alienation, self interest and the absence of
caring, which breed a lack of responsibility. The strong message of
viluing persons and developing self-worth clearly implies that these are
endangered characteristics. The coverl message however scems to be
gbout fragmentation and in particular, factionalism and relativism. If we
cannot find a set of common values, and the motivating persoaal
engagement to involve people in making those values work, society will
have no means to resist extremist or disaffected groups, nor of resolving
conflict between groups with conflicting agendas. The very agenda of
Jinding a consensus” is the common strategy for creating a unifying
meta-perspective in which all parties feel part of an ingroup and
committed to a common cause.

Intervention strategies

My third comparison concerns assumptions about development and
therefore about strategies for educational intervention. The NCC
document is, not surprisingly, the most specific on this. It is manifestly
eclectic in its definition of both morality and citizenship. Its provenance is
skills-acquisition, learning through practice (including the practice of
reasoning and reflection). The schools: 1ask is to provide the practice
context , in the real-life of the classroom and the playground, and in the
safety of either role play.

The Blue Peter Green Book says little about educational practice, but it
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is didactic about individual respoosibility - ,Respansibility’ - where
reasoning geaerates the obligation for action. [t is consisient with the
ethos of the television programme itself - that one can engage peoplels
motivation by demounstrating the existence of a problem, preseatiag them
with the means for finding a solution, and demonstrating the steps
involved in the skill needed.

The SCAA documentis emphasis on the importance of family love in
fostering self-worth means that much groundwork is presumed to take
place outside the school, The theoretical underpionings are eclectic.
‘There is a strong strand of ego development and oiber ,self theories,
forefronting caring and affirmation and the development of reflection.
There is also a strong strand of reasoning , particularly perspective-lakiog
and understanding oneis place in the larger social, and physical
environment. Finally, there are interpersonal skills, involving learning to
co-operate and to resalve conflict.

In summary, the three documents differ strikiogly in their discourses about
morality, citizenship, implicit political agendas, human development aod
educational theory.

I MISSING PAGES FROM HELEN HASTE. ...
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~~n~  MISSING PAGES FROM HELEN HASTE'S PAPER~~~

The critique of liberalism

A powerful heritage of the Enlightenment is manifested in modern psychology as an emphasis
on cognition, judgement and the pursuit of objectivity and individual autonomy. This model is
richly reflected tin the work of Piaget and Kohlberg, that focuses on stages of reasoning, and on
exploring the universality of reasoning processes. It gained support from Rawls’ theory of
justice, which rests upon objective, impartial reasoning and perspective-taking (Rawls, 1972),
and from Habermas’ incorporation of a cognitive developmental model of moral reasoning into
his ‘ideal speech act’ theory (Habermas, 1976 ).

The rationalist model of reasoning and the pursuit of autonomous judgement map on to
conceptions of citizenship in which the free individual arrives at his or her own political position
and understanding of the social order. This is consistent with liberalism as a political point of
view. There are two aspects to this. Firstly emphasising reasoning prioritises judgenment; the
capacity for reasoned and autonomous judgement is the epitome of this. The second aspect is a
concept of ‘moral maturity’ which comprises not only sophisticated reasoning but also
personal responsibility, in the sense of ‘Responsibility 3’

How do the three agendas interact with this ?

The NCC document inciudes the skills of reasoning, particularly having a critical approach to the
media, and an understanding of legal and human rights issues. However, there is no overt
encouragement of ‘Responsibility 3" that challenges the status quo. The rhetoric is very much in
terms of ‘Responsibility 1'. The goal js less ‘autonomy” than ‘skilful understanding and problem-
solving’. The rationalist autonomous liberal must be more than skilful; he or she must be
fnngoative,

The Blue Peter Green Book is explicitly about innovation, ‘Responsibility 3' and making
independent judgements. In that sense, it is closest to the model of autonomous liberalism and
enlightenment reasoning,.

The SCAA document is as oriented to ego function and to affect as it is to cognition. Reasoning
as the manifestation of individualistic autonomy is however explicit in some goals - for example
be ready fo challenge valies or actions, in the appeal to some universals; respect the dignity of all people
and in relation to some environmental issues; justify development i terms of sustainable environment
and understand the place of human beings wrthin the world.  These statements carry at least an
implication of “Responsibility 3.

The model of liberal autonomy and individualistic reasoning has been under recent attack from
two, disparate, critiques. One focuses on the absence of intrapsychic characteristics, such as
virtues and ‘moral personality” - attributes of ‘the good person’ traditionally, in the Aristotelian
sense (Flanagan, 1991; Lapsley, 1996; Johnson, 1996). An objection is that reasoning alone is
simply too narrow. A second objection is that reasoning, despite its relationship with
‘Responsibility 3', is not an adequate explanation of moral or social action. Recent studies of
people who are deemed ‘moral exemplars’ and who have made major contributions to social and
political life over a long period, show a range of personal qualities such as flexibility and
adaptability, open-mindedness, humility, love, and a fusion of the personal and moral aspects of
their lives. High-stage moral reasoning was not necessarily associated with being a ‘moral
exemplar’. (Colby and Damon, 1992; Walker et al., 1993)
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However the main critique of liberalism and the ‘goal’ of individual autonomy comes from
communifarianism.  ‘Cominunitarianism’ addresses many things. At one level, it is a value
position (Haste, 1996). As expressed by ‘the prophet of communitarianism’, Amitai Etzioni, this
is about restoring a sense of community, responsibility to others, and the motivations that
connect people to the community. The philosopher Charles Taylor expresses a similar value
position; that we are suffering from the ‘three malaises of modernity’ - individualism, alienation
and instrumentalism. These lead to what he terms ‘disenchantment’.

On the surface, the walue issues are about replacing ‘individual’ concerns with ‘collective’
concerns, with ‘restoring’ a sense of duty and obligation to the comumunity (‘Responsibility 1°).
This downplays autonomy and the pursuit of individual freedom. Not surprisingly, the liberal-
left response has been to charge communitarianism with rightwing values which at very least
would promote a conforming society in which people are subject to social pressures. Etzioni's
own position includes the view that ‘communities gently chastise those who violate shared moral
values and express approbation for those who abide by them’ (1995). Understandably, liberal
rationalists who have fought long and hard for freedom and autonomy are exceedingly sceptical
about the adverb ‘gently’.

But there is considerably more to the communitarian critique than a challenge to specific values.
This js explicit in the writings of Taylor and Bell (Taylor, 1991; Bell, 1993). Their objection is also
to the model of human behaviour that is implicit in the rationalist, Enlighterunent emphasis on
reasoning and individual autonomy. The critique of individualism has a nwmber of strands
concerned with epistemology and ontology. The emphasis on individual responsibility and
autonomous reasoning is part of a belief in objectivity, in detachment, which is assoctated
strongly with instrumental beliefs about problem-solving - that reason, if appropriately applied,
can offer solutions to virtually anything. This entails a premise of control and mastery, and
separation of the observer from that which is observed. It leads to objectification and to
psychologicaily unrealistic beliefs about ‘rational man’ (sic).

This is part of a larger question - how should we conceptualise persons in relation to the soctal
context ? Focus on the individual leads to atomism and fragmentation, a failure to see the person
as part of a whole, a social context. This is partly a value issue, but it is also a crucial element of
the ontological critique, the view of human nature implied in the rationalist model is seriously
flawed - it is psychologically unsound.

We are increasingly seeing an emphasis on language and social interaction in the generation of
meaning, based on the thinking of Wittgenstein, Bakhtin, and Vygotsky. Discursive
psychologists such as Rom Harré, Michael Billig and John Shotter argue that the primary human
reality is face to face conversation, and that we cannot isclate cognition from social and linguistic
practice (Harré & Gillett, 1994; Harré, 1998; Billig, 1996; Shotter, 1993). Taylor, in the same vein
argues that human life is “fundamentally dialogic..We become full human agents, capable of
understanding oursetves, and hence defining an identity, through our acquisitions of rich human
languages of expression” (Taylor, 1991, p 32).

Much follows from this. In particular, it brings into question the assumptions behind
‘autonomous’ reasoning. A major plank of autonomous reasoning has been Rawls’ elegant
formulation of the ‘original position’ in which one ideally reason about a situation from behind
the ‘veil of ignorance’ where the interests of the parties involves (including one’s own) are not
known. The psychelogical objection is that we can never do this, we can never separate ourselves
from the cultural and linguistic context and transcend its assumptions. We must always take
account of wider, unspoken assumptions that we bring to the situation. Such ‘autonomy’
therefore is an unrealistic basis for ‘rationality’; far better to recognise the psychological realities
and deal with thems. A more accurate picture would atlow for multiple dimensicns and
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perspectives, and would recognise that ‘knowledge’ requires us to take account of the
interpretive processes involved in making sense of experience.

The feminist Donna Haraway speaks of this as ‘situated knowledge’; we must always have a
‘view from somewhere’; ‘rational knowledge does not pretend to disengagement: to be from
everywhere and so nowhere, to be free from interpretation, from being represented, to be fully
self-contained or fully formalizable. Rational knowledge is a process of ongoing critical
interpretation among ‘fields’ of interpreters and decoders.” (Haraway, 1991, p 196)

We have considerable evidence that culture provides us with assumptions and ‘lay theories’. In
the moral domain, researchers have shown the diversity of ‘principles’ that we take for granted
in different cultures (Killen & Hart, 1996). Shweder and his colleagues have demonstrated that in
India, concepts of pollution are vital - concepts that are incomprehensible to Western minds
(Shweder et al., 1987; Shweder, 1990). Iwasa shows that Japanese concepts of personhood value
the spiritual quality of life over the temporal - so saving life perse is not always the highest goal
(lwasa, 1995).

So what are the implications for citizenship education ? What is entailed in a ‘social being’?
There are obvious value dimensions - emphasising community ties, connection, concern for
others, along the lines of ‘Responsibility 2. The theoretical premise about development however
is that we derive our meaning and our frameworks for making sense of the world from the
cultural and historical context, and we generate meaning through discourse and social interaction.
To fully appreciate that we are social beings, we have to experience ourselves as social beings, as
bound up with our communities (Bell, 1993). We need to see how our moral and political
concepts and values arise out of shared meanings. It is through praxis, not precept, that moral,
social and political understanding is formed. By reflecting on social and linguistic practices, the
individual understands not only why such practices have value, but how to change them.

The psychological implications of this derive from the assumption that the individual derives
personal meaning and worth from being part of a community, being affirmed by others. The
goals of education must be to facilitate engagement with the community, enable the individual
to see the larger picture, other people’s point of view. [t means learning how to manage the
social group and one’s place in it, to manage the linguistic practices by which this is done.

Communitarianism, therefore, is more than a value system; it is an onfological critique. It involves
a different way of looking at the world and human experience, not just a different set of values.
This is not 10 say, of course, that all those who espouse communitarian values also buy into the
discursive or linguistic theory that Taylo, Bell and others would consider the infrastructure. Nor
does this infrastructure protect communitarian values from being hijacked by those who want to
build a moral system around ‘responsibility 1’ interpreted as duty and obligation to existing
social mores.

To my knowledge, none of the many writers on communitarianism has yet propounded a values
cwrriculum that takes account of the ontological implications. I have elsewhere laid out a set of
principles that could guide such a curriclum , based on the modet of human development and
social processes that are implied in Taylor's and Bel's work (Haste, 1996, p. 53):

¢ Learning through language and social practice means that values must be institutionalised and
enacted as part of everyday life, so that they are experienced as taken for granted through action.

» Fostering social idenfity means telling stories and narratives about the community and culture
which give meaning to one’s self, explanations for why things are as they are, and recognition
that these stories and accounts are shared.

* Feeling engaged with, and connected to, others means experiencing responsibility and caring, as
giver and receiver, and making these explicit and normative.
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* Recognising that institutions and communities have nudtiple covert and overt agendas, and dealing
with these, helps community members understand community processes, and fosters pluralist
values

* A self-conscious appreciation of the hermmeneutic processes which generate megning, gained by
awareness of the community’s norms, and reflection upon them, their evolution and their
function; this makes social processes explicit, and by making them open, facilitates the conscious
generation of new norms.

Such goals and practices would facilitate reflection on social processes, and on understanding
how language and social interaction are the crucible of meaning. The radical ontological
implications of communitarianism lie in this hermeneutic awareness, not merely in shifting from
‘autonomy’ to ‘responsibility’.

S0, how do our three documents mesh with this critique ?

The NCC document as we have noted is about eclectic skills training. It is not reflexive about
language or the generation of meaning; it is firmly within a model in which individuals skiifully
adaptat to existing structures and systems. So the hermeneutic dimension of the communitartan
critique is absent. However, paradoxically, the appeal to community which pervades the NCC
document , the need for affiliation and engagement with the locality, is entirely consistent with
the misleading superficial message of communitarianism which can be interpreted as
‘Responsibility 1°. The emphasis on skills training relies greatly on praxis - as we have seen. But
praxis without reflexivity, praxis without an appreciation of interpretation and discursive
processes, serves to consolidate, not question, existing institutions.

The Blue Peter Green Book is also not reflexive - except insofar as consolidating one’s value
position requires reflexivity. It is not hermeneutic. It is, however, oriented to change, but change
grounded in individual reasoning rather than social or discursive processes. It is oriented to
responsibility for the community in the form of ‘Responsibility 3. The concerns of ecological
consciousness are concerns about the larger social group. Paradoxically, in the hands of more
sophisticated reasoners than those addressed by the Blue Peter Green Book, issues of ecology are
very closely tied to reinterpreting how we view the world. ‘Deep ecology’ in particular, is
dedicated to confronting meaning ard discourse - and to adopting a hermeneutic stance. But the
Blue Peter Green Book is firmly based in action (Bowers, 1995; Haste, 1998)

The SCAA document is dedicated to consensus. Like all efforts to find enduring truths in a
pluralist worlds, it is torn between finding a common thread and recognising the implications of
there being many threads. The document’s message is about sharing common values, rather
than reflecting on interpretive processes. Yet the explicit appreciation of pluralism and diversity
generates goals like accept diversity and respect people’s rights to religious and cultural difference, and
try to discover meaning and purpose in life and how life ought to be lived (a task that foresees mulitiple
possibilities, not one ‘true ‘way) and finally understand the place of human beings in the world. One
of the more hermeneutic aspects of the document is recognising the need to see just how values
are incorporated in school praxis.

In terms of communitarian wvalies, the SCAA document endorses, as we have noted,
‘Responsibility 2 as well as ‘Responsibility 3’. Though it says relatively little about being part of

a community it emphasises being part of a caring society, and it also acknowledges the vital part
that relationships play in development and in ‘the good of the community’.

Conclusions
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In this paper I have interwoven a discussion of the different agendas of three documents relating
to citizenship education, with discussions and critiques currently surrounding values and the
concept of citizenship. I have unpacked the assumptions within these, and shown some
surprising conjunctions and disjunctions between agendas and assumptions.

Where might we go from here ? We are faced with a number of emergent models for educational
practice . We have explored only three - two of which at least have authoritative support
amongst educational policy-makers. These are deliberately eclectic, neither rooted in well-
founded theory and research nor informed by a sophisticated appreciation of subtle critique and
counter-critique. Some might argue that such eclecticism frees one from the lenses of narrow
theory. Yet as we have seen, this eclecticism reflects many unspoken and unconsidered
assumptions which frame the argument and the desired outcomes - the model of ‘the effective
citizen’ - as well as presupposing what will be ‘effective’ education.

There is a danger in looking only at the value agendas of different citizenship programmes. One
may become ftrapped in ftraditional distinctions. One needs also to look at ontological
assumptions - how development is presumed to take place. For example one could superficially
have concluded that the Blue Peter Green Book is more ‘leftwing’ than the anodyne ‘conservative’
NCC document. Or one could conclude, misleadingly, that both the NCC and the SCAA
documents address the public (and pulpit) concerns about ‘community values’ in the same way.
Such value categorisation would miss the point about the very different assumptions about
human development, and therefore educational process, that are implied in the three documents.

The Blue Peter Green Book, turns out to be based quite firmly in reasoning and the translation of
rational argument into action - which has associations with liberal individualism and autonomy.
The SCAA document is, at least implicitly, surprisingly more hermeneutic than its professed
eclecticism might suggest. Despite the blandness of a consensus model, nevertheless its
arguments lead us to address social processes. The NCC document is traditional in its
assumptions about psychological processes, and its implicit psychological theory, as well as its
values.

I have not proposed and agenda for citizenship education; my concern has been that we look
more closely and analytically not only at the rhetoric, but the rhetorical processes, that are
necessarily involved in citizenship education.

Helen Haste is Professor of Psychology at the University of Bath. She has published extensively
in the field of moral and political development, as well as in gender, and in science and culture.
She is currently Vice President of the International Society for Political Psychology. Her books
include (with Don Locke) Morality in the Making, Wiley, 1983, (with Jerome Bruner) Making
Sense,; the child’s construction of the world, Methuen, 1987; (with Judith Torney Purta) The
Development of Political Understanding, Jossey Bass, 1992; and The Sexual Metaphor, Harvard, 1994
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Children’s peer relations and reasoning about social rules

Almost all adulls recognize the ditferences between the ‘domains’ of rules
that regulate social aclivity, Ose such domain is that of social conventions,
which are socially invented behavioural standards concerning, for example,
dressing and eating, They can be changed and can take different forms in
differcat places. In contrast, morals, such as those relating to burting or
stealing from others, caanot be invenied or changed ard are universal.

During the last 20 years, Turiel and his associates (the ‘domain theorists”)
have accumulated an impressive body of evidence that demonsirates that
children, 100, can distinguish between morals and social conventions (e.g.,
lelwig, Tisak & Turiel, 1990; Nucci & Nucci, 1982; Smetana 1981;
Smetana, Schlagman & Walsh Adams, 1993; Tisak, 1995; Turiel, 1978;
1983). By asking, for example, about the necessily and alterability of rules
in different schools and different couniries, they have demonstrated that
most children make the moral-conventional distinction. The ability 1o make
this distinction oceurs remarkably early: Smetana and Braeges (1990), for
cxample, bave found it to be present even before 3 years of age. This
remarkably sophisticated understanding of the origins and status of social
rules gives rise to some challenging questions about how, and from where,
it is acquired.

J

The source of social knowledge

On the face of it, children are givea little information from adults about the
differeat domains. Especially during the early years, children are usually
given very similar feedback whether they make conventional or moral
transgressions. Typically, children will get smacked whether they eat with
their fingers (a conventional (rapsgression) or kit a youager sibling (moral).
There is some evidence that adults communicale information about the
different domains during more subtle inleractioas: childrea elicil verbal and
nopn-verbal reactions about rules by playing and jokiog, as well as by
teasing and conflicling with their pareots (Dunn, 1988}. Teachers, too,
transmit knowledge to children by lalking aboul the rules that children
transgress (Much & Shweder, 1978).

While accepting that cultural communication plays a part, the domain
theorists emphasize the role of the individual cbild in the construction of
knowledge. They argue that children are able (o differeatiate between rules
of differeat domains because aclions thal break these rules have different,
directly observable, consequences. Moral transgressions have 'intrinsic
consequences’ — usually the distress of the victim. The consequences of
conventional lransgressions, on Lhe other hand, are not intrinsic. The
transgressor might be admoanished or punished, but the action does nol
directly cause harm 10 others, Turiel (1989} proposes thal, by detecling such
regularities in their social environmeat, children come 1o appreciale thal, in
coalrast to morals, conventional rules are essentially arbitrary, relative and
consensual.

Blair (1995, 1997) has taken this approach a slep further. He argues that
humaos share with other higher animals a 'Violence Inhibition Mechanism'
(VIM) thal usually prevents them from causing distress or harm 1o others.
The VIM enables us to recognize Lhe distress of others and leads to the
ighibition of the behaviour that caused that distress. Blair proposes that this
mechanism lies at the heart of the ability to make the moral-conventional
distinction since it is triggered by the consequences of moral, but not
conventional, transgressions. While cross-species similarities suggest that
the VIM is innate, it might also result from early socialization (Blair, 1995:
3).
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Piaget (1932} did nol recognize young children’s ability to distinguish
between domains. His younger interviewees appeared to Piaget to talk
about game rules as if they were morals: "Rules are regarded as sacred and
untouchable, emanaling from adults and lasting forever. Every suggested
alteration strikes the child as a transgression” {: 18). For Piaget, the
principal achievement of moral development is the movement from this
state of heteronomy, (0 autonomy, when children recognize (hat
convenlional rules are products of consensus. This development, he argued,
oceurs for two, related, reasons: first, children become less egocentric and
20 become better able (o perspective lake and 10 argue and negotiate with
others; and second, they develop relationships with peers with whom they
can inleract as equals. This latter point marks Piaget’s as a social
developmental theory. It is a theory that focuses on the changing social
position of the child, who is initially constrained by all-powerful adults, and
subsequently, in later childhood, enters a ‘world of co-operation’ with
whom she can invent angd negotiate and change rules.

In various guises and in various fields, Piaget's theory has been taken up by
a number of researchers (Damon, 1988; Doise & Mugny, 1984; Light &
Glachan, 1985; Sullivan, 1953; Youniss, 1980). All stress the unique
features of peer interactions; the lack of inhibition, the familiarity and the
understanding that are likely only to occur between individuals who are
cqual in experience, interests, knowledge and social and physical power.
Piagel’s contention thal peer interaction is the catalyst of moral
development has received empirical support. For example, the ‘iransactive’
discussion (nvolved in young peers’ joint problem solving, where dyads
actively debate, as opposed Lo passively listen, has been linked to increased
moral awareness (Berkowitz & Gibbs, 1983). Kruger (1988) found groups
ol 8-year-olds progressed more in their moral reasoning after discussing
dilemmas with their peers, thap wiih their mothers. And children showing
an increased sense of fairness (another measure of morality) in allocating
rewards to peers, are rated more highly by their teachers on generosity,
sensitivity, friendliness, and honesty (Damon, 1977). Hartup (1983) argues
that without the opportunity to interact with co-equals "children do not
learn effective communication skills, do not acquire competencies needed
to moderate their aggressive actions ... and are disadvantaged with respect
to the formation of moral values" (: 126).
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While the discoveries of the domain theorists cast doubt oo Piaget’s claims
coucerning when understanding of rules is acquired, they do not necessarily
threaten the validity of his explanation of Aow this process occurs. Perhaps
young children can occupy both the “world of coustraint’ when with adults,
and the *world of co-operation’ when with peers. It is possible that peer
interaction from an early age drives, or at least enhances, the acquisition of
the ability to make the moral-conventional distinclion. As Piagel argued, it
seems very plausible that childrea’s appreciation (hat some rules can be
invented and changed develops through the conflict, co-operation and
negotiation that is only possible wilh peers. Aad children are likely 1o
notice the consequences of their moral transgressions, and those of others,
through interaction with peers.

It is likely thal (he acquisition of social knowledge is both an individual and
a social process, and that it occurs through interaction both with adulis and
peers. However, it is important 10 researchers and practitioners to work oul
how these various influences interact. Clues can be found by investigating
individual differences in the ability to make the moral-convention
distinction, If, for example, peers play an important role in its acquisilion,
we would expect individual differences in the ability to be related to certain
aspects of children’s relationships and interactions.

Failure to distinguish between social domains

This approach has received little altention from researchers, who seem to
have assumed thalt, since the majority of children distinguish between social
domains, all are able to do so, Yet Helwig et al's (1990) review shows that
this might not be the case. In studies of normal individuals, the proportion
of responses that are coasistent with making the moral-convention
distinction is rarely 100%. The remainiag “failures’ to make ihe distinction
might resuit from all of the people failing some of the time, perhaps owing
to misunderstanding of questions. Alternatively, some of the people might
fail all of the time. Researchers have not explained whether the inability to
distinguish domains represents a characteristic common to a cerlain group
of individuals (Turiel, 1995, personal communication).

Resent investigations of extreme groups, however, have revealed that the
ability to distinguish between morals and cooveutions is by no means
universal or uaiform. Tn particulat, antisocial individuals appear frequently
to fail to make the distinction. For example, Tisak and Jankowski (1996)
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investigaled adolescent offenders, and Blair (1995; 1997) has tested
psychopaths and children with psychopathic tendencies. These researchers
report that anotisocial adults and children consider moral transgressions to be
no more serious than conventional transgressions, and to interpret moral
events, such as theft, 2s conventional. In the absence of rules againsi moral
(ransgressions, they often claim that such events are legitimate. They appear
to focus less on the ensuing harm caused to viclims than oo the local rules
and likely consequences lo (he 1ransgressor. Blair (1995) argues that
psychopaths’ appareat inability lo make the moral-conventional distinction
derives from their having dysiuactional VIMSs, so thal no aversive arousal is
generaled by moral transgressions.

While it is possible thal only members of groups with extreme problems
consistently fail to make the moral-conventional distinction, it is likely thal
the ability is nol all or notbing, but instcad is distributed on a continuum
withio the population. This would explain the failures recorded in the
normal samples of most rescarchers in this field. It is possible, theo, that in
most ordinary classrooms there arc a few children who confuse morals and
conventions. The associatiou of aotisocial behaviour with impaired ability
ta make the distinclion suggests that it would be important (o idenlify these
children iu case they, (0o, are al risk {or behavioural disorders, Blair {1997)
asks whether the level of VIM functioning is normally distributed and adds:
“At the present time, not even a tenlative answer can be given 1o this
question”.

Peer relationships

1f a group of individuals who fail to distinguish domains does exist in the
general population, it is likely thal they are characterized by poor peer
relationships. This prediction arises for three possible reasons: first,
domain-distinction failure resulls from poor peer relatiooships - if peer
interaction plays a significant role in moral development, then those
children who lack good quality interaction with peers are liable 1o be
hindered in their learning aboul social rules. This is consistent with Piaget’s
(1932) account, and the finding that (e skills gained in peer interaction are
assoctated with children's level of moral reasoning (e.g., Kruger, 1988;
Berkowitz & Gibbs, 1983). Second, domain-distinction failure resulis in
poor peer relationships - inability to recognize the implications of moral
transgressions might lead to poor social reasoning and skills, and bence
poor relationships with peers. Third, both poor peer relations and the failure
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to distiaguish between domains might resull from lack of empathy (perhaps
related to dysfunctional VIM) and aggressive behaviour.

Children who have Jess access to the positive aspects of peer relations, may
have less opportunity to learn about rules since they lack the opportunities
10 resalve conflict and co-operate in intersubjeclive problem sclving that
are conducive to development of a more sophisticated understanding. The
skills and (raits characteristic of children wha are popular with their peers,
arc themselves fostered by peer interaction. This suggests a pattern of
circular causality: since less popular children lack sustained interaction with
thelr peers, they have reduced opportunities to develop the very skills which
would lead to their greater acceplance.

Peer popularity has been linked to social competence and psychological
adjustrnent. Those who are excluded or rejecled by their peer group appear
to have less sophisticaled social skills (Parker & Asher, 1993), and often
show maladaptive or aggressive behaviour {Coie & Dodge, 1983; Rubin,
1989). Ladd et al (1990) sugges! that aggressive children aol only fail 10
realise they are disliked by their peers, but lhat they tend to make friends
with other aggressive children, which may exacerbate their deficiencies.
Rejection by normal peers and acceplance by devianl peer groups are key
clemcnis in the developmental sequence Lhat leads 1o delinquency and
crime (Patterson el al, 1989; Dishion et al, 1994).

While therc are, then, a number of reasons to suspect that the quality of
peer relationships is related to the ability to distinguish between domains,
little directly relevant research has been conducted. An exception is the
sludy by Sanderson and Siegat (1988), who compared pre-schoolers’
conceptions of moral and social rules. One of the very few differences that
were found was that, whereas the 91 non-rejected children considered the
conventional transgressions as less deserving of punishmeat than moral
transgressions, the eleven ‘rejecled’ children viewed them as equally
deserving. Peer stalus, however, was nol associaled with children’s
tendency to rate conveantional issues more rule contingent or relative.

It is possible that the apparent tack of difference in domain voderstaadiag
between children of different peer status shown in the Sanderson and Siegal
(1988) study reflects the young age of their interviewees (4 and 5 years).
Children of this age tend to have relatively unstable peer relationships with
little emphasis oo the reciprocity and empathy that characterizes friendships
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between older childrer (Damon, 1988; Hartup, 1983; 1992). Young children
are also supervized more closely by their parents, and spend less time with
their peers, than do their elders. For these reasons, younger children are less
likely than older children to have opportunities to engage with their peers in
interactions (e.g., negotiation, co-operation, resolution of conflict) that
enhauce their understanding of social rules.

In addition, Sanderson and Siegal’s analysis of peer relations in terms of
five peer status groups (controversial, popular, average, neglected and
rejected) results in small numbers within each group, and hence, possible
Lype It errors. There is also a possibility with this classification that
unpopularity and lack of [riendship are confounded. Rejected peers are,
usually, by no means friendless (Dishion et al, 1994). While they are
unpopular with most peers, they might have stable and reciprocal
[riendships with other rejected peers, during interaction with whom they are
able to develop social skills and understanding of social rules. Perhaps,
then, it is not surprising that rejected children distinguish between domains
in much (he same ways as other children.

Testing the theorics

The possible sources of understanding of social rules are unlikely to be
mutually exclusive. It is possible that parents and peers play important
roles. Indeed, Smetana (1989) reports that conflicls with peers primarily
concern moral issues, whereas conflicts with mothers are mainly abous
conventional issues. These findings supgest that children learn about rules
ol different domains from different sources. Similarly, social influences are
compatible with the domaia theorists’ view that children actively construct
their understanding of rules since Lhis process occurs through social
interaction. Furthermore, it is possible that a biological, ‘hard-wired’
approach such as Blair’s is also compatible both with the social and
individual accounts since a mechanism such as the VIM is likely to enable
children te construct their knowledge from their social experiences and
observations.

[owever, some different predictions arise from the different theories.
Failure to distinguish morals from conventions might occur either because
individuals consider conventions to be like morals (a}l rules are unalterable,
necessary and universal), or because they believe morals to be like
conventions (all rules are alterable, arbitrary and relative).

Gavin Nobes oyl

Piaget’s (1932) view was that youog children fail to distinguish morals from
conventions because they consider even game rules to be like morals. If
Piagel was correct to explain domain differentiation in terms of peer
interaction leading to recognition that sume rules (conventions) can be
invented and cbanged, then it would be predicted that poor peer
relationships result in individuals considering conveations to be like morals.

In confrast, according to both the domain theory and Blair’s VIM account,
failure to distinguish the domains occurs because individuals fail to
recognize the intrinsic consequences of maoral transgressions. They consider
morals, thetefore, to be like conventions. This might arisc from
ncurological dystunction or from problems with socialization. If children
are denied the opportuailies to experience the consequences of their actions
by, for example, being excluded by pecrs, they are unlikely to develop an
understanding of the separate domains. Allernatively, if children are
punished severely by parents for both conventional and moral
transgressions, i is possible that the salieoce of the punishment overwhelms
that of the intrinsic consequences of their actions to the extenl that children
fail 10 notice the results of their actions of others.

These different predictions suggest that the various accounts can be tested,
[t is possible that oae, or more than one, is correct. Perhaps some
individuals, for example, consider morals to be conventional because (hey
fail to notice the harmful effects of their moral transgressions, while other
individuals consider conventions to be moral because they lack sulficient
interaction wilh peers.

The study 10 be presented was conducied to investigate further the relation
between children’s peer relationships and the abilily 1o distinguish between
rules of different social domains, Drawing particularly on Piaget’s (1932)
social developmental theory, and subsequent work (e.g., Sullivan, 1953;
Youniss, 1983), it is proposed that peer relationships aid children’s
understanding of rules hecause they offer unique opportunities to discover
that conventions are consensual, relative aad alterable. For this reason, il is
expected that less popular children will tend to treal conventions as if they
were moral.

Peer iateraction also allows children to observe and experience the
consequences of their own moral transgressions, aad those of others. In
addition, it is likely that understanding of social rules (perhaps reflecting
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effective communication from parents, or empathy, or functioning of VIM),
results in children being able to develop good quality relationships with
peers. However, according to the present account, these factors are
considered to be of secondary importance in explainiog any association
between peer relationships and understanding of social rules.

In addition to the moral and conventional domains, children’s
understanding of the personal domain (Nucci, 1981) is included in this
study. Issues which are within the realms of personal choice are
characterized by greater rule alterability, rule contingency and less or no
punishment. Individuals who clearly distinguish this domain from others are
able Lo separate those actions which affect others (in terms of personal
welfare or co-ordinaling sanctioas) from those that are directly relevant

only to the self. They show appreciation of self-governing principles and
responsibility for their own actions.

A study of nine-year-old children's evaluations of three types of societal
rules (moral, conventional and personal) relaling to importance, sanctions,
authority, and alierability will be presented. Participants provided
justifications to support their evaluations. Peer stalus was also assessed
from classmales' ratings of popularity and friendship.

It was predicted that:

= most children would rate morals less alterable and relative than
conventional or personatl rules, and moral transgressions more serious,
more worlhy of punishment and less rule-continpent than transgressions

of conventional or personal rules.

« relatively unpopular children would distioguish between social domains
less clearly than their classmates,

*  these unpopular children would tend (o (real conventional and personal
issues as if they were moral, rather than vice versa.

Gavin Nobes 9.
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The relationship between adolescents’ perception of Lhe contextual moral
atmosphere, their moral competence, practical judgement and moral
behavior was investigated. Larlier research showed that secondary school
students of the same educational level differed in their perceplion of the
school moral atmosphere, even when controlled for students’ level of
moral competence. A high quality school moral atmosphere as perceived
by the students was related to 1heir moral behavior around school.

This paper focuses upon (a) the validity of the constructs involved and (b)
the moral atmosphere in social contexts different from the school.
Convergent and discriminant validity of moral atmosphere, practical
judgement and moral competence were investigated in a multitrait -
multimethod study using oral and written instruments, A 120 students,
half male half female, from 16 secondary schools completed 1he
yuestionnaires and fnterviews, The validity was assessed qualitatively by
using Campbell and Fiske's criteria and quantitatively by using
confirmatory factor analysis (CFA). Convergent and discriminant validity
correlations were acceptable for moral competence, and for practical
judgement and moral atmosphere concerning the predicted action in
school-related dilemmas. Results from studies with residential youlh,
homeless youth, and delinquent youth confirmed the importance of the
perception of the moral atmosphere for moral behavior and the low moral
atmosphere level in which these adolescents find themselves. Also the
possibility to influence this perception seems available.

Finally the first step in an educational policy of a forensic center is

/

described to develop the moral atmospbere in order to stimulate the moral
competence and behavior of juvenile delinquents. The center contains a
secondary school.

Introduction

An educational policy aimed at improving the institutional moral
almosphere as it is perceived by its participants has to answer the
following questions: a) How do we define and measure the institutional
moral atmospbere? b) Wby should we try to improve this atmosphbere? ¢)
How are we going to try to improve the mora) atmosphere?

The first section of this paper summarizes the definitions of the coastructs
involved and some resulls of earlier studies oo students’ perception of the
school moral atmosphere, in parlicular its relationship with moral
betavior. The moral atmospbere as individuals perceive it may fulfil an
important function in their moral behavior and development. In the second
section allention s givea to lhe measuremeal of the constructs: moral
competence, moral atmosphere and practical judgement. [o the third
section findings are summarized aod presented concerning Lhe perceplion
of the moral aimosphere and its relationship with moral behavior in
homeless youth, residential youth and delinquent youth. The research
carried out so far gives an empirical foundation for an educational policy
of a forensic ¢center for juvenile delinquents to Iry to stimulate the
perception of the moral atmosphere, In the fourth section the first step in
the policy lo achieve the desired goal is described.

Adolescents’ perception of 1he school moral atmosphere, their level of
moral competence, practical judgemen! and moral behavier

Nearly 30 years ago Kohlberg (1970) started speculating about the moral
atmosphere 10 school and its impact on adolescents’ moral development
(for overviews see Higgins, 1991; Oser, 1996). Moral atmosphere or
‘hidden curriculum’ as it was called at the time refers to the informal
norms and values that regulate social relationships within an institulion
and the degree in which these norms and values are shared by the
patticipants (Power, Eliggios & Kohlberg, 1989). Kohlberg’s research
consisted in educational experimenlts with volunteers trying to develop
Just Commuaities. A Yust Community is characterized by a highly
developed collective understanding of justice as the cornersione of the
institutional ethos, i.e. a high quality moral atmosphere
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The first attempt to improve the institutional moral atmosphere was
carried out in a female prison. It seemed that improvement of the moral
atmosphere led to less recidivism (Kohlberg, Scharf & Hickey, 1972,
Kohlberg, Kauffman, Scharf & Hickey, 1975). Later, the approach was
applied to secondary schools. Power et al. (1989) distinguished moral
climate from the perceived moral atmosphere or moral culture and used
six constructs to describe this moral atmosphere'. These coastructs were
divided into a seties of calegories, phases or ‘soft’ stages, to describe the
developmental process that students with their teachers passed through
when they were developing their school into a Just Community. The
studies have demonstrated that the moral atmosphere in secondary school
can be improved, resulting in student effects that arc broader than those of
the traditional moral discussion programmes. Long-term consequences
were observed for students’ carcer planning, moral competence, and
prosocial behavior (Power et al., 1989; cf. Battistich, Solomon, Kim,
Watson, & Schaps, 1995). In particular the effects on studenls’ behavior
are important. The concept of moral atmosphere was introduced as a
missing link betweea moral competence and moral performance. The
moral atmosphere contains an allocation of responsibilities (Oser, 1995).
Thus one might assume that Just Communily schools achieved an impacl
on the behavioral level by the way they allocate responsibility to the
students.

While the moral atmosphcere judgements reflect the perspective of the
majority of the participants as it is perceived by the individual, practical
judgements reflect the perspective of the individuals themselves. Both
types of judgements are evoked by real-life institutional dilemmas, io
contrast to the abstract hypothetical dilemmas that are used in research on
moral competence, the highest stage of moral reasoning individuals are
capable of at that point in their development (Colby & Kohlberg, 1987).
The concepts of moral compelence and moral performance or practical
moral judgement refer to the distinclion between ability and the use of i1
(Levine, 1979). The distinction is in agreement with the general
conviction that concrete human behavior for some reason depends on
persistent, aad deeper aspects of buman beings. Hypothetical moral
reasoning (the best means to reflect the moral competence) is prescriptive
only and refers to what subjects think why the protagonist in the situation
shouid do or ought 1o do a specific action. Practical judgement is not only
prescriptive, it is also concrete and descriptive. Practical judgement refers
to what subjects think what specific action in the situation they themselves
are going to do and should do or ought to do and why. The real-life
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problem occurs in a context which is much more complex and uncertain ia
comparison with hypothetical dilemmas (Higgins, Power & Kohlberg,
1984).

Proponents of the Just Community approach have claimed that the
institutional moral atmosphere as it is perceived by its participants
(delinquents in penitentiary institutions or students in secondary schools)
is of a lower level than their practical (moral) judgement in these
institutions (Higgios et al., 1984; Kohlberg, Scharf, & Hickey, 1973;
Power 1988; Power et al., 1989). A related claim is that individuals more
or less adapl their praclical judgement to the perceived lower level
institutional moral atmosphere. Individuals’ practical judgemenl is of a
lower level than their moral competence. In addition, the perceived moral
atmosphere has more impact on moral behavior than moral competence.
The evidence for these claims is based upon the observations io Just
Commuanity schools and their controls,

Our research thal we will summarize io this paper looks like working
backwards. We started with using the moral atmosphere construets for ihe
coastruction of ap instrument to assess the moral atmosphere in normal
secondary schools (Brugman, Hest, Van Roosmalen, & Tavecchio, 1994;
Hgst, Brugman, Beem, & Tavecchio, 1998) and our tenlative final object
is 10 evaluate and give feedback to a forensic center that tries to develop a
high quality moral atmosphere. The naturalistic oriented research has
broadened the empirical evidence for a Just Commuaity perspective.

The expected relationship belween school moral aimosphere and
undesirable behavior was confirmed by Hgst et al. (1998). The question
was answered aboul how much one could expect undesirable behaviour to
decrease if a school would improve {rom the lowest (0 the highest moral
atmosphere score observed in the sample of 32 secondary schools. A
lowest decrease was predicted with teasing at school, which would drop
by 12%, and a highest decrease with victimization (stealing), dropping by
34%. An even stronger decrease in undesirable behavior can be expected
when a higher school moral atmosphere is achieved than observed in our
sample. At present a longitudinal research study is carried oul to measure
the effects of school moral atmosphere on studeats’ moral behavior and
development of moral competence. Preliminary results confirm the
importance of studenls’ perception of the school moral almosphere for
their moral behavior. This study will also answer the question concerning
the direction of the effects, i.e. whether the perception of the moral
atmosphere influeaces the bebavior or vice versa.

However, the paturalistic research also has led or --we think-- should led
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to some qualification of opinion.

Firstly, Power et al. (1989) portray the cultures of normal secondary
schools and Just Community schools as non-overlapping?. The focus on
differences between cullures whether on large or small scale brings with it
the idea of uniformity and homogeneity within cultures (Wainryb &
Turiel, 1995). Empirically, however, the idea of uniformity and
homogeneity within cultures between schools can not be maintained. In a
generalizability study Beem, Brugman, Host, & Tavecchio (1998) found
that huge differences exist between students in their perception of the
moral atmosphere in school. About 10% of the variance could be
explained by the school level, 6% by the level of type of school, 3% by
grade and class level each, and 2% by the inferaction grade and school,
leaving 77% fot studenl and error. We do not know whether these
differences in perceplion between sludents are due to differences in
experience al school, difierences in 1he inlerpretation of the same
experience or differences in (he weighing of 1he (interpretations of)
experiences or any combination of (hese.

Sccondly, in contrast to the opinion that secondary "{...) schools share
common characteristics thai press on students angd eachers and creale the
same hidden curriculum of authoritarian, individualistic and self-
protectionisiic, and instrumental norms aod institutional valuing”
(IMiggins, 1991, pp. 131, 132), Hest et al. (1998) reporled that among
secondary schools students differ in their perception of the moral
almosphere even when controlled for the educational level of the school
and studems’ level of moral competence. However, these differences
between schools were rather small when compared with the differences
between normal secondary schools and Jusi Community schools.

A multitrait - multimethod analysis on moral competence, moral
atmosphere and praciical judgement in secondary school sludenis

The validity of measurements on the constructs involved is a necessary
precondition for lesting a theory on the relation between these constructs.
Until now, only validily studies have been reported on moral judgement
competence. No studies have been reporied oo the distinction between
moral competence, practical judgement and moral atmosphere. Therefore,
part of our research was designed to explicitly esiablish the convergent
and discriminant validity of these constructs (multitrait - multimetbed,
Brugman, Tavecchio, Van Os, Hest, Meier & Van Roosmalen, 1995).
This question is addressed here.

The main idea of a multitrait - multimethod study is to measure ail
constructs using more than ooe method. In this particular example we
measured the constructs moral campetence, practical judgement and
school moral atmosphere using both a structured interview and a written
questionnaire’. Then, convergent validity can be established by verifying
that measuremeats of the same construct, although measured by two
different methods, are similar. Discriminant validity can be established by
verifying that two different constructs measured by the same method are
distinct. In total 6 scales/instruments were used together with a verbal
intelligence and a social desirability scale, Here, only the results are
presented with regards to the qualitative criteria. Resulls using also
quantitative criteria are presented in Brugman et al. (1995).

Sample

A bunderd and twenty cormal public secondary school students, half male
balf female, participated in the study. All students were from (he same
grade level and varied in age from 13,8 year to 17,3 year. The studeals
came from 16 secondary schools reflecting the educational levels that are
distinguished in the Netherlands: (a) Junior Vocational Secondary
Education, (b} lotermediate Secondary Educalion, (¢) Preparatory Higher
Education and Preparatory College Education, A distinction was made
between schools who offered one educational level and schools who
offered mixed educational levels. Two classes were aselect chosen for
each educational level. From each class 3 students were randomly selected
(see Brugman et al., 1995 for more details).

Instruments.

Standardized interviews and written questionnaires for moral atmosphere,
practical judgement and moral reasoning, and moral compelence were
used.

The School Standardized Moral Almosphere Interview (SMAI) is a
standardized interview coastructed analogously to the ‘Praclical School
Dilemmas [oterview’ of Power et al. (1989). The jnterview contains (wo
school-related dilemmas (helping and stealing) and open-ended questions
and probes in order to stimulate students to communicate Llheir own
perceplions and the perceptions of the majority of students ia their class or
school. There are questioas about predictive behavior: “What are you
going to da?’, “What do you expect your classmales to do?’, and
prescriptive behavior: “What should your classmates do?” These questions
about the kind of behavior ate referred to as ‘Content of the Norm’.* The
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interview also contains questions enabling students to justify the behaviors
from two perspectives; practical judgement when it addresses their
individual perspective and moral atmosphere judgement when it addresses
the perspective of most otber siudents.

The instrumeat was used in an earlier stage of research as a follow-up to
the ethnographic interview. In this study, we report only the resuits
concerning the Helping dilemma because of practical limitations
(currentiy the Stealing dilemma is processed). Interviews were typed out
in full. Statemeals by the students were scored on Content of the Norm
and Stage of the Norm. Stage of the Collective Norm could not be reliably
distinguished from Stage of Community during the scoring process and
was therefore dismissed. Inter-rater reliabilities (Coben’s kappa) for
coding the interviews on Conlent of the Norm varied between .75 and .92,
with a meao of .83. The reasoning slatements were scored separately
(Cohen’s kappa .90).

The Sccondary School Moral Atmosphere Questionnaire (SMAQ, Hgst e
al., 1998; cf. Lind, 1986 for a similar instrument) is a multiple-choice
instrument. It covers the dilemmas mentioned above, one aboul belping
and one about stealing. After cach dilemma subjects are requested to give
(heir opinion about what happened, what they think they themselves
would do and what their classmates would do. Next, sets of four questions
arc asked, for instance concerning the reasons for helping. Practical
judgements as well as moral atmosphere judgements are asked for. For
example, after presenting a reasoniag “If you do not help John, the teacher
might get angry”, students are asked “Is this a reason that you would
give?” and “Is this a reason that most of your classmates would give?”.
Then, subjects are asked to choosc the reasoning closest to the one they
themselves would probably give in this situation, and the reason closest to
the one the majority of the students would probably give in this situation.
Such sets of questions are also asked for the reverse situation, for instance
not helping. As in the SROM-SF (see below), reasonings are keyed to
specilic stages. Other questions concern what the subject and their
classmates will do when the situation changes, for instance: you will be
bullied by your classmates, you miss your favorite tv programme, or the
teacher is asking you io help.

In this study only the scores on Stage of the Norm {Cronbach’s a=.67},
Content of the Norm (o=.68) and Stage of Community (Personal gains,
stage 1 and 2: 0=.61; Social Relations, stage 3 and 4: u=.78) were used.
The Sociomoral Reflection Measure - Short Form (SRM-SF, Gibbs,
Rasinger & Fuller, 1992, transl. Zwart-Woudstra, Meijer, Fintelman &
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Van [Jzendoorn, 1993) is a simplified and shortened oral version of the
Sociomoral Reflection Measure (Gibbs & Widaman, 1982), which in tura
is a simplified and shortened version of Kohlberg's Moral Judgement
Interview, It measures production statements, i.e. studeats are asked to
produce moral reasonings. The instrument is administered individually.
The interview was transcribed and the written text was scored. In this
study, the inter-rater reliability between both coders was good compared
with the criteria given by Gibbs et al. (1992) with a SRMS correlation of
.94 (norm .80), a meaa absolute SRMS discrepancy of .09 (norm .20}, a
global stage agreemeat of 100% (norm 80%) and an exact stage
agreement of 80% (norm 50%).

The Sociomoral Reflection Objective Measure - Short Form (SROM-SF,
Basinger & Gibbs, 1987; cf. also Gibbs, Arnold, Morgan, Schwartz,
Gavaghan & Tappan, 1984} is a wrillen instrumenl {o measure the moral
competence. The instrument contains two hypotbetical dilemmas, one of
them being the Heinz dilemma. After the dilemma has been presented a
subject is asked what Heinz should do and why (open question). Next,
some aspects of \he stories are changed: its no longer Heinz' wife but
Heinz' best friend who suffers from the illness. Subjects are asked which
reasons they would use if it was their own best friend. For each reason
subjects are asked to indicate whether it is close to the reason they
themselves would give or nol. Subjects are supposed to recognize Lhe
reasons they themselves use or would use. Fach of these responses gives a
close score. Finally, subjects are asked which of the four reasonings given
moslt closely reflects their own, This series of questions is repeated with a
stranger replacing the best friend. The SROM-sf score combines the close
and closest score. Two respondents were dismissed because they mel one
of the exclusion rules set by Gibbs, Cronbach’s a was ,71.

The Verbal Intelligence Test - Short Form (Kooreman & Luteijn, 1987)
contains 20 multiple-choice items asking the subject to find a logical
connection between pairs of words. The items gradually increase in
difficulty. Guttman’s Split-half coéfficient was .67.

The Social Desirability Scale contains 11 items, [or inslance “I am honest
... sometimes/always” . Cronbach’s o was .54 (n=116), which was well
below the .73 in the try-out (n=198).

Results

As a first step, the discriminant validity of the constructs of moral
atmosphere and practical judgement was investigated. This was regarded
as necessary, because of the large number of (sub)coastructs based on this
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distinction and the small number of methods. Correlations between both
perspectives proved toc high to maiatain the distinction in separate
constructs; especially the perspectives in Stage of Communily correlated
highly (Pearson r=.81 for Stage 1 aad 2, and .80 for Stage 3 and 4).
Moreover, neither did the convergent validily coefficients in the practical
judgement of Stage of the Norm (.29) and the moral atmosphere
judgement of Stage of the Norm (.26) exceed the discriminant validity
coefficients belween Lhe perspeciives on the verbal method (.43) and the
wrilten method (.61). Thus, (hese measures did not meet Campbeil and
Fiske's crilerion of discriminant validity. The exception was the Content
of the Norm with a convergeni validily coefficient for practical judgement
of .54 and for moral aimosphere of .42, while the discriminant validity
coelficient for the verbal method was .51, and for the written method .45
(Table 1).

[n the compiementary CFA (Bentler, 1989) the discriminant validity was
also tested. Two kinds of models were compared. The tirst kind contained
a single.latent variable for both constructs -- Stage of the Norm and
Content of the Norm -- explaining both the practical judgement and
atmosphere measuremenls. The second kind, nested within the first,
contained separate latent variables, one cxplaining the practical judgement
and one explaining the atmosphere measurements. According 1o this
methodology, discriminant validily between Lhe perspectives requires a
significanily higher fit of the second kind of models over the first kind.
This requirement was only met for the measurement of Content of the
Norm. Because of these results, the practical judgement and moral
almosphere variables for Stage of Community were compressed into one
score, while for Stage of the Norm only the Aimospbere measurement was
used, and for Content of the Norm ihe differentiation was maintained.

As a second step, both convergent and discriminant validity of the
constructs were investigated using the moral atmosphere variables
mentioned above, moral competence, and the control variables. The
MTMM-matrix is given in Table 1.

According to the first criterion of Campbell and Fiske (1959), all
convergent validity coefficients should be statistically significant and
sulficiently high (a correlation higher than .50 is preferred). The
coefficients for Moral Competence, Content of the Norm of practical
judgement, and the moral atmosphere judgements conceraing Content of
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the Norm and Stage of the Norm were .43, .54, .40, and .24 respectively,
All these coefficients were significant {p<.01). The coefficiects for Moral
Competence and Content of the Norm were moderate, that for Stage of the
Norm weak. We conclude thal the criterion of convergent validity was at
best moderately met.
As regards Moral Competence (SROM-SF), the convergent validity
coefficient is comparable to those reported by Basinger and Gibbs (1987)
and Gibbs et al. (1984) for bomogeaeous age groups. Basinger and Gibbs
(1987) reported studies about the psychometric qualilies of the SROM-SF
using 3 samples: grade 6 students aged 12, delinquent youths aged 16-17,
and grade 11 students aged 16-17. Coovergent validity coefficients with
the Sociomoral Reflection Measure (SRM) ranged from .21 for the 12
year-olds to .48 for the 16-17 year-olds. In a validity study using the SRM
and SROM, Gibbs et al. (1934, Table 3, p. 533} reported convergent
validities ranging from .21 to .61 for homogeneous age groups and .58 for
the whole group. By dismissing the youngest age group (mean age 12.5
years) which showed the exceptionally low correlation of .21, the
correlation rose to .70 for the whole group, varying in age from 14 10 18.5
years.
fo 1his study, Moral Compelence mel the criterion of discriminanl
validily: the convergent validity coefficient was higher than all
correlations between Moral Competence and other consiructs, independent
of whether the same or a different method was used. Moral Competence
showed a weak positive relalionship with the moral atmosphere judgement
of Content of the Norm measured by the verbal method, and praclical
Jjudgement and atmosphere judgement of Content of the Norm using the
wrilten method. Discriminant validity of the SROM-SF and SRM-ST with
coatrol scales falls within the same range as reported by Gibbs et al.
(1992) for the SRM-SF. Discriminant validity was shown by a weak
correlation (lower than the convergeat correlation coefficient) of
especially the written version with Verbal Iatelligence (VT), and by the
absence of any correlation with Social Desirabilily.
Countent of the Norm also satisfies this criterion of discriminaat validity,
although the practical judgemeat and moral atmosphere measures were
rather strongly correlated. The practical judgement of Content of the
Norm correlated positively with Social Desirability, bul this correlation
was lower than the convergent validity coefficienl. Interestingly, the
moral atmosphere judgement of Content of the Norm lacked a relaticoship
with Social Desirability. This confirms the discrimioant validity of both
constructs.
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The moral atmosphere measure of Stage of the Norm, however, did not
meet the criterion of discriminant validity. The correlation between this
construct and the moral atmosphere measure of Content of the Norm (.41),
practical judgement of Content of the Norm {.28), and Social Relations of
the copstruct Stage of Community {.30) was higher than the convergent
validity coefficieat. In addition a relatively high correlation with Social
Desirability was found (.26). The correlation between the moral
atmosphere measures for Coatent of the Norm apd Stage of the Norm was
probably partly due to the fact that higher-stage reasonings for a decision
nol to help were difficult to construct, for the subjects themselves as well
as for the desigaers of (be instrument.

Finally, we notice rather high correlations between the variables of Stage
of Community and Social Desirabilily. As there was no coefficient for
convergent validity, it is impossible to fest Stage of Communitly againsl
these criteria. Because of the high correlalion between practical
judgement and moral atmosphere measures, and the weak correlation with
other atmosphere constructs we expect some discriminant validity in
future research,

IFor (he moral atmosphere and practical judgement constructs no
comparable studies have been carried out. However, the lack of
discriminant validity suggests that research in this domain should not only
code statemenls reflecting practical judgements independently from
statements reflecting the moral atmosphere, but should also sample these
(ypes of statements separaiely. To enhance differcaliation, questions may
be asked about differences between aclions and reasonings of oneself and
those of others. The gap beiween moral atmosphere and practical
judgement can be at least partly explained by social desirability effecis on
practical judgements. However, a relatively substantial positive
relationship between Social Desirability and Stage of Community was
found. These findings raise questions about the interpretation of the effect
of moral atmosphere on practical judgemeant, and about the educational
success of the Just Communily approach on Stage of Community.

Sumimary of results and discussion

The results of a MTMM study oo moral atmosphere, practical judgement,
and moral competence, using verbal as well as writlen instruments, show
that convergent and discriminant validily correlations were acceptable for
moral competence and behavioral choice in schooldilemmas (Content of
the Norm). Method effects were strong for practical judgement asd the
moral atmosphere perspective on Stage of the Norm.
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A problem was noticed with the sampling of statements on the practical
judgemeat and statemeats reflecting the moral atmosphere perspective,
Because of their conceptual similarity the operationalization of moral
atmosphere and practical judgemeant is rather confusing. For measuring
practical judgement and moral atmospbere tbe same dilemmas were used,
the difference bejng that in the first case the perspective from the
individual him or herself is asked for, while in the latter the perspective
from 1he majority of the institutional members is being investigated. Uniil
now, these statements have beea gathered io a too close connection with
each other; instead they should be sampled separately.

Adolescents’ perception of the moral atmosphere, their level of moral
compelence, practical judgement and mora) behavior in homeless,
residential and delinquent youth

One major interest in the study of moral atmospbere was its presupposed
influence on woral behavior. While, according to Gregg and Gibbs (1994),
the relationship belween moral competence level and delinquency “has
become an established finding”, the relationship found is rather weak
(about .30). Several empirical studies (Chandler & Moraa, 1990; De Mey,
1994, Gavaghan, Arnold & Gibbs, 1983; Gregg, Gibbs & Basinger, 1994) .
and meta-analyses (Nelson, Smith & Dodd, 1990; Smetana, 1990} have
confirmed this finding. Typically, mosl persons commitiing serious delin-
quent acts have been found to function at slage 2. The majority of malched
controls functions at stage 3, which is indicative of a way of judgement
characterized by acceptance and upholding ol interpersonal expeclations.
The stage 3 ideal reciprocity ('do unto others what you would like to have
them do uanto you') is supposed to function as a kiad of barrier againsi
commilting unjust, i.e. criminal acts, Some studies have also found a
subslantial number of delinquents who function at slage 3 (Smetaana,
1990). Whea this finding was reported for the first time, it was suggested
that especially addicts woutd function at stage 3. Smetana's study makes
clear, however, that other factors than moral competence are of
importance too. One other moral factor is the moral aimospbere of the
group within which the adolesceat participates,

In their study on moral judgement development in bomeless youth, using
the SROM-SF Tavecchio, Stams, Brugman and Thomeer-Bouwens (1998)
found that homeless youth reported much more delinguent behaviour than
residential youth oo all bebavioural
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scales; petty crime, vandalism, violence, and rebellious behaviour to
police-authorities. While in the resideatial group the expected result was
found that conventional subjecis showed much less delinquent behaviour
than preconventional subjects, in the horoeless youth group (his difference
was absent. Because this difference between the residential group and the
homeless youth group could be observed ia all four kinds of delinguent
behavior, it seemed uplikely that it can be altributed to the economic life
condition and economic survival needs of the homeless youth group.
Instead, it was argued that this difference probably should be attributed to
the lack of stable social relalionships and social support that characlerizes
homeless youth. Thus the contextual moral atmosphere in which
adolescents find themselves overrules their level of moral competence in
ils cffect on delinquent bebavior.

Boer, Van Lagen and Brugman (1996) report differences in
delinquents’ perception of the moral atmosphere in a jail dependent on
detentional condition. A moral almosphere questionnaire containing a
subset of Power et al.'s conslructs was administered 10 38 young adult
male delinquents {mean age 20.4 years) who stayed during their detention
cither in an unit that offered thematic group work or in a custody unit.
‘The thematic group work programme was based upon Cohn’s theory aboul
identity development, and lasted for eight weeks (Cohn, 1975). The
programme resembles a Tust Communily programme in two regards. Firsi,
both programmes have the purpose to create an atmosphere of mulual
(rust. Second, residents are confronied with a diversity of social problems
which stimulate role-taking and problem-solving abilities. A difference
hetween the programmes was the lack of democracy in the thematic group
work programme. The custody unit programme focused on physical and
leisure activities. Persons in this unit either did not want to take part in the
thematic group work programme or could oot 1ake part in il because of
their insufficient command of the Dutch language.

No difference was found between both units in individuals' moral judge-
ment level as measured with the Datch translation of the Sociomoral
Reflection Measure - Short Form. The average level of moral judgement
was somwhat higher than expected with an average Moral Maturity Score
of 260 (range 179-336, sd=36), globai stage 3(2). This score is equal to the
average score of 15 year olds from all educational levels in the
Netherlands.

A more positive perception of moral atmosphere was found in
individuals participating in the thematic group work. The delinquents in
the group-work programme perceived a less authoritarian community
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atmosphere, a less individualistic oriented sharing of norms, a stronger
sense of acceptance of authority and a less counter-culture ariented
sharing of norms. Also, norms of community and procedural justice were
more strongly perceived. Norms of order aod of individually oriented
substantive justice, however, were less strongly perceived.
{n this study we did not merasure the moral atmosphere constructs ‘stage
of the norm’ and ‘stage of community’. With an average moral
competence stage 3(2) of delinquents, a stimulating moral atmosphere in a
penitentiary institution has to reach at Jeast the same level on ‘stage of the
norm’ and ‘stage of community’, and preferably stage 3. Currently, such a
level can not be expected to exist as a standard in regular penitentiary
institutions.
In a study with a group of 40 students with behavioral problems (Brugmao
& Boom, 1996), having the same mean moral judgement competence
level as the delinquent group meationed above, total scores were
computed for ‘Community feeling’ and ‘Sharing norms’ based upon the
mean score for each stage or level multiplied by its stage value, ‘The
higher the score, the better it reflects the standards of a commuunity as
defined by Power et al. (1989). Total scores on the dimensions of ‘Stage'
and 'Sharing' correlate moderately positive with their counterparts in the
other contexts (about .30 or .40).
The perception of moral almosphere differs between the three social
conlexts: inslitutional group, friends, and family. Paired 1-tests showed
that community feelings are more posilively valued in friends than in
institutional group or family. No difference was found belween
institutional group and family. A closer look at the patlern of community
stage specific scores showed that community stage 1 reached its highest
score in institutional group, commuaity stage 2 in friends, and communily
stage 3 in family.
Concerning the sharing of norms, paired t-test showed differences between
friends and institutional group, and between family and institutional
group. Again friends showed the highest score. Concerning the sharing of
norms, friends scores highest on all levels.
Thus for these students, igstitutional moral atmosphere cannot not only be
characterized negatively with reference 10 moral reasoning competence,
but also with reference to the social contexts of friends and family.
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.The educalional policy at the forensic center “Teylingereind” to stimulate
the moral atmosphere as perceived by juveniie delinquents

A high quality moral atmosphere in a penitentiairy iostitution is an
important goal in itself, and can be helpful for an effective treatment of
juvenile delinquents (Jennings & Kohlberg, 1983). The first goal of the
policy of the forensic center “Teylingereind” is to realize a high quality
mora) atmosphere among the professional workers themselves who
supervise the adolescents. The workers have recently been elected for this
job. They applied to a posilion that was announced in national or regional
journals. They are qualified at 1be level of Intermediate Vocational
Education. A crilerion for their election was a positive attitude toward the
philosophy on which the policy of the center is based, which implies
treating the juveniles as a moral subject, i.e. as a person who is
responsible for his own opinions and behaviors, and who is able to reflect
upon them. As an introductiop 10 the center's policy the elected
professionals subsequently received a communication ang social skills
training and a short introduction into Rest's four component model.

Al the center 72 boys (aged 12-18 years) arranged in six groups of 12
persons each are delained, most of them for three months. One group
consists of juveniles which are locked in for a longer period. Several
cohorts will take part in the study. The study focuses on those who have
commitled hostile aggressive acls; about 50% of the male juvenile
delinquent population belongs (o this group. The cenler conlains a
secondary school.

Our first question was whether the mora) judgement level of 1he elected
applicants with a positive stance differed from those that were rejected.
One can be inleresled in this question for several reasons. Our main
interest concerned the hypothesized relationship between level of moral
compelence of the group-workers and their pedagogical style, which may
contribute to a positive moral atmosphere as perceived by the boys.

All applicants completed the Defining Issues Test (DIT Rest, 1979, Dutch
transl, Hoeks, Dudink & Wouters, 1934) and other instruments. The DIT
contains six hypothetical moral dilemmas. Subjects have to evaluate 12
moral reasonings statements, which are rated according (o the amouat of
importance on a 5-point Likert scale, and to rank four statements they
regard as most important to their decision about what action to take in the
dilemma. The P-score indicates the percentage a person prefers principled
reasonings as decisive in tbe dilemmas. The DIT is widely used for
assessing adults” moral competence because it is easy to administer and (o
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score. Research, mostly carried out in the USA, gives acceptable to good
psyctometric properties. Our results were more modest but still acceptable
for research purposes. Subjects’ P-score did zot play any role in the
election procedure.

A total 87 persons applied as group-worker, of which 69 completed the
instrument: 34 male (mean age 34 years), 27 female (mean age 30 years)
and 8 missing; 25 male applicants were accepted and 19 women. The
applicants had a normal meap score for adults with this educational level
according (o Datch standards for the DIT (Mean P-score=38.3, sd=13.6,
raoge 6.8 10 68)°. Applicants with Intermediale Vocational Education
scored bigher on principled moral reasoniog than applicants with a Lower
Vocational Education (Mean P-score 29.9) that applied (o security or other
Jjobs (F=4.9, df=1,82, p<.05)}. The P-score correlated negatively with
conformism (-.35, p<.01), positively with word fluency (.33, p<.05), and
empathy (.39, p<.01). All these results are in the expected direction.
However, no difference in moral judgement level {P-score} was feund
hetween accepted and rejected applicants. No difference was cither fouad
between males and females, although males scored somewhat lower on
principled moral reasoning Llhan females: 36 versus 40,8,

The second step in Lhe policy of the sta(f is to creale a moral atmosphere
at the center as perceived by the group-workers it which pedagogical
values that are conceived as important for slimulating the juvenile’s moral
development are sufficiently shared. Although ali group-workers had
shown a positive slance toward the goal of the center when they applied
tor the job, once in the work-setting big differences of opinion belween
the group- workers appeared in how to deal with quesiions of discipline in
the compaaionship with the juveniles. This resulted in a clash, appareally
between those who opted for a liberal rule and those who opled for a strict
rule. The resulied in the resignation of the head of a unit who had chosen
for a more liberal approach. The clash was subsequently won by those
who argued that a rather strict regime should be settled first in which rules
were clearly spelled out to the boys. The idea is that when all interactions
run smoothly, a more liberal approach can be afforded if desirable.
Several comments can be made on the clash duriag this introductory
phase. Whether liberal or strict, in both instances the group-workers made
their own decision based upoa their own reasons. They are ia charge of
the group and because of the differences among (hem about how to
interpret the rules everyone got confused. Two different goals, keeping
order and trying to understand an individual juveaile, seemed to have
interacted. In their discussion, the basic idea of the center, to treat the
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adolescents as moral subjects, was lost out of sight. Now 1hat the group-
workers have learned to become more consistent as 2 team in keeping the
rule, the goal of order is achieved. This gives them the opportunity to
learn to understand the reasons of the boys individually. Until now any
group-discussions about the rules and the reasons for keeping them or
accepting an exception, are scarce in most units. In ooe interview a boy
compares lbe atmosphere io Teylingereind with the atmosphere in
elemenlary school and the atmosphere in the streets: “In the streets
everyone is lylng to you. You cannot trusl anyone, Here joside, you
behave yoursell better. It’s like elemenlary school. You reflect more aboul
yourself. We have discussions like students, it’s malure. Sometimes it
goes wrong, and everyone is yelling. Bul now jt all goes reasonably well
in the group. We discuss quite often aboul how lhiogs are going, for
example aboul our household chores (..).”
The question is whether the group-workers will make a start with a further
training in social skills to lead moral discussions with the juveniles.
Siimulating the moral discourse with the juveniles is planoed by the staff
as the nexl1 step o be taken. Ao adapted version of the EQUIP Programme
will be used for this purpose (Gibbs, Poller, & Goldstein, 1995). After
leaving the center, the juveniles can choose (0 siep inlo a developmenial
path Lhat helps them to find their place in normal everyday life in the
society.
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Table 1: MTMM matrix of Moral Competence (MC), practical judgment {Content - PY, moral atmosphere (Content - A, Stage Norm - A, Stage of Community-A) and concurreat constructs (Verbal
Inielligence, Social Desirability) (n=113). The correlalions in the upper triangle refer to scores that bave been normalized. P=praciical judgement, A=atnosphere judgement, Com or
C=Community, Scc=Social, VI=Verbal Inotelligence, SD=Social Desirability.

Verbal Wrltten
MC Content Stage [MC Conicnt Stage (C.1/2 [C3/4 VI SD
P A A P A A P/A | P/A
v Moral compelence 42
:: Content [P i 2 L la
l: A 24 |5 19 L e
! Stage Norm A 13 28 41 4 7o)
Mora}l competence 43 1 18 14 19 17 8 -14 15 529 5
:’V Conicnt [P 22 54 35 16 20 - o 34
i oo :
t A
:: Stage Norm P/A
n Com.Stage 1/2 P/A
Com.Stage 3/4 P/A
Verbal 1Q
Soc.Desirability
Significance r one failed: r>.29 - p<.001, r>.22=pz.01, 1>.16 = p<.0S
two tailed: r>30 = p<.001, r>.24> p< 01, r>.18 - p<.05
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Notes

1. Five of these constructs are used in this study. (1) Valuing of the School
as an Iostitution, which refers to the exient 10 which students value the
school intrinsically. (2) Stage of Community, which refers to the shared
understandiag of the community as a terminal value. (3) Degree of
Collectiveness, which refers to the degree in which a norm is shared by
the students. (4) Stage of the Norm, which refers to the way the meaning
of the norm is shared. (5) Content of the Norm of a Commuaity, e.g.
justice and care. We did not use the construct of Phase of the Norm.

2. The moral atmosphere in large, normal secondary schools is
characterized as follows: The school is instrumentally, extrinsically valued
as an institution that helps individuals to meet their own needs. The stage
of community is concrete reciprocal, meaning thal the community denoles
a collection of individuals who exchange favors and rely on each other for
protection. The degree of coliectiveness of norms is individualistic,
authoritarian (i.e. in lkese cases norms are not shared), or counter-culture.
No collective ideal or norm exist or has to be expectled. The stage of the
norm is concrete reciprocal and lower on school-related, real-life moral
dilemmas than on hypothetical moral dilemmas.

The moral atmosphere of a Just Commuaity school is characterized as
follows: The students identify with the school and the school is
intrinsically valued. The stage of community has developed into a
commitment and loyalty to the community. Collective norms have been
established. Students feel respoasible in maintaining and defending the
collective norms. The stage of the norm is congruent with or even higher
on school-related, real-life moral dilemmas than on hypothetical moral
dilemmas.

3. One might object that in case of moral compelence an interview and a
questionnaire do not measure the same construct. As Chapman and
Chandler (1992, p. 262) aptly have observed: "The problem as we see it is
that investigators choosing to use different response criteria in assessing a
given compelence often commit themselves unaware fo different
conceptual criteria at the same time. Instead of measuring the same
competence with different assessment procedures, they often end up
measuring competeucies which are conceptual distincl." We should
realize, however, that the differences noted between a questionnaire and
an interview on moral competence oanly refer to a difference in level, not a
difference ip strength of the relationship, which forms the basis of a
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MTMM study.

4. Because the prescriptive statement was not included in the practical
judgement of Stage of the Norm it was not included in the scare for the
moral atmosphere judgement of Stage of the Norm either.

5. We have by now used the DIT in 3 studies: with auditors, with a
group of teachers fram primary and secondary schoals, and with
group workers. All 3 groups scored somewhat below the narmal
level for adults with college experience according to the narms of
Rest in the seventies.
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As you can see from (he program, the title of the present session is "The
Uses and Abuses of Literature for Moral Education," which was actually
the original title of my own paper uotil the conference organizers decided
to make it the umbrella for all our papers and assign my paper the title it
now bears. Al the time, this change scemed easy to make, since I had
originatly envisioned my paper as a comparison between 1he sort of
development that takes place under the heading of multicultural education
and that which lakes place when people, especially children, read books.
My thesis, unremarkably enough, was to have been 1hat both sorts of
experience have a moral dimension, such that it would not be
inappropriale to consider them as two related sorts of moral education.

I will get to this thesis at the end of my presentation, but
I would like to spend most of my time today on some other concepts
which, as [ discovered in the course of revising the paper, not only are
important preliminaries to the discussion of how multiculturalism, rea-
ding, and moral education are related fo each other, but are also
fascinating and extremely important in lhemselves. With these concepts
out on the fable, we can then go on in the discussion period to relate them
to multicultural education per se.

So let me begin with the general contrast between the so-called
uses and abuses of literature, paying special attention 10 mmoral uses and
abuses, especially those found in children’s literature. Il start at a very
theoretical level, by asking whether such talk of uses and abuses
nccessarily implies that there are essential features of literature that
determine a priori how literary works should be understood and, in
educational contexts, how they should be presented. In what follows, 1

)
will refer only to a specific subset of literature, that of children’s fiction,
and within that subset, ta novels. I think my remarks have wider applica-
tioa, but this is not the place 1o follow them out.

DEFINING LITERATURE

Defining "literature” or, what amounts to the same thing, specifying its
esseatial features, is a notoriously difficult task. But the definition of
children’s litcrature is especially difficult because the very concept of
childreu, or childhood, is so problematic. As Peter Hunt (1995) has
pointcd out in the introduction (o his wonderful historical study of chil-
dren’s literature, this concept has differeot meanings from period to
period, place to place, cullure to cullure, and even, he suspects from child
to child. As a result, the literature fashioned for children wil} reflect
serious differences in the way this audience is uoderstood. As Hunt
observes, "It takes a considerable mental leap 10 remember thal the
innocent schoolgir! intrigues of Angela Brazil or Enid Blyton in the 1940s
were designed for the same age group as the sexually active and angst-
ridden tcenagers of Judy Blum in the 1970s" (p. ix). Going beyond the
historian’s concern with diachronic differences, [ would add the syn-
chronic point Lhat there are also many competing conceptions of child-
hood among the people who wrile or influence the children’s literature of
any given generation -- especially our own. Hunt would apparently agree,
since he goes on (o say: "Just to add 1o aur problems, children are
notorious literary omnivores, and have always (initially perforce) read
books not designed for them, while adult uncertaiaty aboul appro-
priateness has led to many books which were originally written for adults”
(p. ix). True enough, though I would add that not only do many children
not read adult books, but many adults are blithely unaware of those who
do.

But there are stil! more problems with the definition of children’s
literature. Ualike adult literature, where writers and readers are usually or
at least ideally working with the same general ideas about what books are
supposed to be like, children’s books are written and managed by adulis
who are usually working wilh a radicaily different agenda than that of
their young readers, one that involves ot only nostalgia but also
edification in some more or less didactic sense of that term. To be sure,
there are exceptions. It often seems that Roald Dabl is just writing for,
well, the hell of it, in the same way that his readers are just reading for, if
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not the hell thap at least the impishuoess and aparchy of it all. (Indeed,
Dahl has been criticized for using his children’s books to ventilate his own
resentments and biases, such thal he is, as it were, a bad-tempered kid
talking to other kids.) Here again Hunt puts the matter very nicely, noting
that authors of these books (themselves adults) are often motivated by
"the need to react Lo, lo sublimate, to repair their own childhoods.” And a
bit later: "For the adult there is a potent mixiure of nostalgia {often in the
form of a rural or suburban arcadia); there are the learving of codes and
initiation, group identification, and, sirangely enough, retreal. For the
child, the wish-fulfilment is forward-looking; it breaks the hounds, it is
anarchic in that il has nol learned taste and restraint, or has retained the
spirit of rebellion, and of hope.” Here Huot is echoing an idea put forward
by I*. J, Harvey Darton, who in 1932 declared that children’s literature is
"produced ostensibly to give children spontaneous pleasure, and not
primarily to teach them, nor solely to make them good, nor to keep them
profitably quiet."

ALSTHETIC ABUSE

Al this point you may begin 10 wonder whether I am still talking about the
uses of children’s literature, or have moved on to their ubuses. This would
be a valid question, embodying as it does the oild conflict between
aesthetic and moralistic conceptions of ari. This conflict, reminiscent of
Plato’s Republic, in which artists were depicted as dangerous to the moral
well-being of the individual and the state, has recently been recapitulated
in the so-called law and literature debate, represented by Richard Posner
on the aesthetic side and Martha Nussbaum on the moralistic side. Posoer,
citing Oscar Wilde’s famous quip that there is no such thing as a moral or
immoral book, but only books that are well or badly written, accuses
Nussbaum and others of what might be called moralistic abuse, or as he
puts it, undermieing great literature by "trading off" its aestheiic values
for moral ones. Ia other words, she and by extension all those who would
use literature to develop moral or multicultural sensibilities are literally
killjoys, since joy is ihe natural correlate of aesthetic worth. Posner's own
view is that "there is nothing morally improving in literature itself, any
more than there is in music or painting or architecture" (p. 15, italics his).
His point presumably applies to children’s literature as well as 1o adult
classics, along the lines suggested by Darton’s above-cited comment that
children’s literature is primarily source of "spontaneous pleasure" rather
than an instrument for moral or any other sort of education, or a way of
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keeping children "profitably quiel." Note that in both of these quotations,
that from Posoer and that from Darton, we are asked to think of
something called "literature itself," as though this were not a socially-
constructed and richly open-textured concept.

My own view is that Posner, an enormously well-read man, a
prominent law professor, and a federal judge, has 1aken an unbelievably
simplistic approach, a poiat I have tried to make elsewhere, A far more
sensible approach to the function of literature, which leaves room for
Nussbaum’s use of literature as a way of expaading our moral sensibililies
(more on this in a moweot), is that taken in various reader-response views
of literature. Of (hese views, the one that seems mosi relevant here is
Louise Roseanblatt’s (1995) coaception of literary works as "transactions”
belweea the reader, on one hand, and on the other, the text or ils implied
aulhor. These transactions have no "essential struclure": they vary [rom
lime to (ime, lext to text, reader to reader, contingenlly and with no a
priori scheme or algoritbm whereby certain kinds of (ransactions are
"right” or "wrong" in themselves, Some of these lransaclions are
"aesthetic” in that the reader’s aliention is only to the readiog experience
itself, and others are "efferent” -- Rosenhlatt’s term for readings that are
motivaled or at leasl enhanced by the desire to carry something away.
Moral readings are a subset of the latter, i.e., they are one type of efferent
transaction. But as she, and following her, Wayne Booth (p. 14), point
out, it often happens that (he most substantial efferent freight is carried
away when the reader is least conscious of anything other than the
aesthetic transaction. This is surely what happens in the most engaging
children's literature,

Or at least that is whal happens in the most engaging of foday’s
literature for children. It may well be that in any lilerary genre the
balaoce between aesthetic and efferent transaclions is itself an artifact of
the image society has of itself. When T look back at books I found very
pleasing as a child, [ now find them unbearably goody-goody, bui this
does nol mean they were wrong for their times and cultural context. It is
probably the case, at leasl in modern times, that every generation of
children’s authars regards its immediate predecessors as too didactic. In
1906 Eveline Godley declared (hat:

Time was wheq the story was merely a ¢loak, at best a
thio one, for the moral: its engaging qualities served as a
means to an ead, not as the reason for its existence.
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[Now, bowever,] the standard, priociple, or ideal must
be moulded 10 suit the child. Everything has to give way
before the infallible instincts of childhood; it is the
unfortunate outside [i.e., moralizing] influence which is
looked oo with suspicion. (Godley, 1906)

Commeating on this rather wry declaration, Hunt notes children’s
books can never be completely free of "adult ideological freight.”
Although earlier writers of children’s books were more conscious of their
moral responsibilities or stewardship ("children’s books were part of God’s
work"), adults of every generalion including our own know that they are
writing for an inexperienced readership, as well as that society is looking
over their shoulders as they wrile, IFor this reason, (he author-reader
relationship is qualitatively, even "essentially,” different when it is
mapped onto the adult-child relationship than when it is belween con-
senling adults. On the other hand, within these fairly elastic constraints
there is a good deal of anarchy in children's literature, and, as Hunt’s
historical study shows, always has been: adultl authors oflea seem 1o
abandon the moral pulpil in order (o conspire with their young readers
(consider Shel Siliverstein’s poems), with glee on ali sides.

MORAIL ABUSE

This last remark, about authors as conspirators, is a transition io the
opposile sort of "abuse" of literature, that of books which are aesthetically
successful in the literal sense of giving delight, but which seem to be
morally peraicious. I have already alluded 10 Roald Dahl’s work in this
connection, but let me slip into the narrative mode for a moment. As my
children were prowing up, they read and relisbed his stories, most of
which were introduced to them by their teachers at school. My wife and [
enjoyed the stories too, and so we all had many happy moments reading
and rereading them with the children, making textual references, bad
puns, and so on, to the extent that for a while we had a kind of lingua
franca a la Dahl. The geatle scatology of The BIFG, the magical realism of
James and the Giant Peach, the utopian thrust of Charlie and the Choco-
late Factory, the uncanny outrageousness of The Witches -- these were
all themes for conversation that, though not exactly moral education,
seemed to me to be wholesome and formative in some general but very
important way.
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Imagine my surprise, then, when I later discovered that these and
other Dahl stories were viewed with considerable suspicion by a number
of educators who seemed to be olherwise quite sensible people. In the
pages of journals such as Children’s Literature and The Horn Book
Magazine 1 read that his books were all the more sinister for having been
so well-written, that in them children were taught to fear, mock, or al
least not respect the old, the ugly, the fat, womes (especially baid ones),
and so on, that rules were preseated as things to be broken, and so on.
Here are just a few quotes:

Dahl ptays too much to the gallery where the children
sit: heace his popularity. He has considerable skills and
talents, but they are frequently misused. And there must
be quile a number of us -- teachers, librarians, parents,
critics--who wish that some of the books had never been
written, (Rees, 1998, p. 154)

[ find it regretiable...that Willy Wonka...can
triumphantly convince Charlie that life lived forever
inside the [chocolate] factory, enclosed as in a prisoa, is
the beight of all possible bliss, wilh ...oothing expressed
that would question this idea. (Cameron, 1973)

The trouble with Dahl's world is that il is black and
while -- two-dimeasional and uareal -- and thal he has a
habit of elevating personal prejudices, ordinary likes
and dislikes, into matters of moralily. (Rees, 1998, p.
144).

It was of course 100 late to undo the damage, bul I did try one
thing: I suggested 10 my son, then a high school senior, that he critique
some of these journal arlicles for an English assignment. e did, and
wrote a rather bland paper 1o the elfect that he didn't see what all the fuss
was about. As a result, [ was left wondering: is this evidence that the
articles were needlessly alarmisl, or that he had been so corrupted that he
didn't see the probiem?

That's the end of my story. To my kaowledge neither of my
children has yet been arrested, though my son did go on to kick a soccer
ball through the window of the dean of students office, and my daughter
has become a journalist, so perhaps their moral fiber was damaged by
Roald Datl after all. But I doo't want to bore you with any more dis-
cussion of them or even of Dahl, since I come to you as a philosopher,
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rather than as a fellow parent or a literary critic. You see, the articles I
referred to just now were nol unreasopable "chicken-lickin" sorts of
alarms. They coondemned Dahl, yes, but often regretfully, and were

always careful to acknowledge his ability 1o tell an interesting story wilk
many delightfu} touches. In fact, when I re-read those articles, I came to
see that some children probably really were damaged by Dahl’s stories,
and it is this insight that is the point of departure for the second part of my
talk today.

CENSORSHIP

Il moral educators really believe that books can influence children for the
better, they canoot escape the converse proposition thal books can also
influence them for the worse. So put, this seems a self-evident truth, bul it
is often overlooked by my fellow liberals whep narrow-minded censors
are calling for the removal of books from libraries, the curriculum, and
even [rom (he sober shelves of Barnes and Noble. Somewhal more sophis-
ticated is the argument mounted by the partisans of free speech to the
effect that a book is a complex whole, and that what might seem offensive
when taken out of context, such as Huck Finn’s use of the word "nigger"
or Holden Caufield’s use of "Fuck," is not offeasive when its role in the
larger movement of the book is appreciated. Here one thinks of the
gargoyles in a cathedral or the dissonant notes in a classical symphony.
The problem with this argument, though, is that if a reader fails, for one
teason or another, to see how the seemingly offensive parl fits into lhe
total scheme, the "seemingly" otfensive will -- de facio -- be actually
offensive. Adult readers who are loo lazy to make ihe effori to discover
the part-whole relationship may not deserve much sympathy, but such
high-handeduness does not seem appropriale for children,

For instance, I think that a child might very well be confused by
the fact that in Dahl’s Danny, the Champion of the World, Danny's very
nurturing father was a poacher. A reader unequal to Twain’s old-fashioned
sentence structure and dialect trapscriptions might miss the poiot that
Huck loves Jim as a person even though he does not know how to recoa-
cile that love with the stereotypes he has learned. And a careless reader or
someone not familiar with New York brashness might somehow miss the
point that, when Holden Caulfield says he wants to wipe the word "Fuck"
off all the bathroom walls, it is not the word itself that he is distressed by
(if he were, why wouid he say it?) but rather the insensitivity that it
conpotes. In short, in any literary transaction things can go wrong,
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regardless of the author’s intent and that of the reader.

What then is the safety net that can save a reader who, because
of inexperience or some other reason (including laziness or prejudice),
misreads a book in some morally dangerous way? If there are no nets that
always work for everyone, should protection from moral harm take the
form of prevention, i.e., censorship? Al this point, the choice seems (o be
between freedom and security, always an uopalatable situation.

But I would submit that (his way of setting up the issue is
profoundly mistaken, especially for children but (o some exteat for all
readerships. As literary criticism of the lasl twenly years has emphasized,
we read lexts in relationship with other texts. Deconstruclionists have
managed to make this simple truth very complicated, but the basic idea
here is just that we don't read books in a vacuuro. We compare them
(consciously or unconsciously) to other books, and even more impot-
tantly, we compare our reaclions with the reactions of olher people whom
we respect. I revise my opinion of a movie after [ hear you talk aboul it, [
approach a novel enthusiastically because of what someone has told me,
etc. This ongoing interpersonal experience is what Wayne Boolh has
called "co-duction." In his aptly named The Company We Keep (the
company are books and their authors, who [unction as our "friends"), he
shows that the act of reading a book and the consequent (or concomitant)
evaluation of thal book involves both immersion in the text al hand and
critical conversation with other authors and readers. Even the
"immersion" is social, in that one compares what one has read both with
one’s own unfolding experience and with the responses and arguments of
other readers. There are of ¢course individual differences here, in that
some people talk about their reading experiences more often thao others
do, and some books lend themselves more (o such talk than others do.
Sometimes there will be no interpersonal conversation at all, just as we
can have thoughts that are never uttered aloud. But these are special cases
of the more general rule that literary appreciation, like thought itself, is
inherently social. (As John Dewey said, all thought is incipient dialogue.)

Where am I going with this idea? Directly into the classroom or
living room, and with some rather strident prescriptions to boot. Parents
and teachers should assume responsibility for the way their children read.
It is oot enough to see that they have only the right books on their shelves
or in their backpacks. If as Booth says, readiag is conditioned by the
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conversations one has about the texts and 1ssues one has read about, then
it is unreasonable to expect a book to speak directly to children who have
virtually oo context from whicb to assess it. I think that the reason my
children were not harmed by what might be called the dark side of Roald
Dabl is thal there was conversation about his books, both at school and at
home. Tis wildness was not negated, but it was incorporated into our
family pariance and thereby gentled. Similarly, books about "sensitive"
themes were discussed in ways Lhat somehow made them fit into the
world our children were themselves still growing into. Lastly, books like
Huck Finn or Mukerjee’s Jasmine, which deal with the otherness of other
cultures, and which could bave been as threalening as Dabl’s surrealism or
Tudy Blum’s discussions of mensiruation, were topics of conversation at
school and at home, and so on. Please don’l think I am saying a family
must spend the supper hour doing literary criticism. Most of our family
conversations aboul books were prelly pathelic, but the importaat thing is
thit some public discussions took place, either at bome or at school, and
the children had opporlunities to find out what other, more experienced
readers thought about books that might bave otherwise seemed more wild,
more hateful or spitefu) or self-destructive, thaa they really were.

WHAT BOOKS CAN AND CAN’T DO FOR MORAL EDUCATIONBy
way of conclusion, let me list a few things, mos! of them quite obvious,
that books can or can’l do for moral education.

A. Books can teach lessons by presenting models (social learning theory).

B. Books can stimulate moral reasoning by introducing cognitive
disequilibrium (Kohlbergian theory).

C. Books can expand horizons, cither by developing empathy and
perspective-taking skills (Selman, Hoffman, Kohlberg, Mead), or
leaching how to appreciate different ways of human flourishiag
here and abroad (Nusbaum).

D. Books can refine sensibilities, affectively (education of the emolions)
and cogoitively (readiness lo process situation ia moral terms;
recognition of salience).

I:. Books can expose the injustice of social structures that might otherwise
be taken for granted (especially by allowing us to see that people
from other cultures or classes do not have access to the same
opportunities for flourishing that we do).

But books can't do everything.
A. Books can't substitute for reality. Moral atmosphere in a home or
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school must be established by the actual people in the family or
classroom,

B. Books, like friends, are imperfect. A book we like (as with a good
friend) is pot automatically good for us, at least not without
qualification and co-duction. Discrimination is not disloyalty (1
like Dahbl, but am wary of him).

C. Books need to be embodied (they don't discuss themselves).

D. Books are only part of growing up: reading is only one of several key
activities whose exercise coastitutes whal Arislotle called "living
well" (flourishing).
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Abstract

The paper presenied at the MOSAIC98 is to focus on the question in which
respects some main value concepls can be regarded as universal values and in
which respects they show up their cullure dependent forms and contents.

On the basis of recent scientific knowledge (and everyday expericnce),
including cognitive social psychology, Ihe former radical and rigid
controversion of ‘universalistic’ and culiure-specificivalues seems to be a bias
in understanding the emergence, structuration and nature of values.

['ollowing some theoretical introduction the paper will examine the above
question on the basis of a cross-cultural study on legal socialization with regard
{o such ‘universal values’ as responsibility, freedom, equalily, security.

L. Introduction: what is my problem with the imaginations and models of
value learning?

Beside the current growing problems in Central-East European countries in
transition, this presentation was especially inspired by the Helen Haste s
editorial (urging us to consider some new challenges in thioking about
morality) and by some resulls of a cross-cultural study oo legal socialization in
which I have been taking part since 1993.(1) The former selected oul for
reconsideration some really universal problems of humanity which have the
bighest importance for morality and humao responsibility, while the laiter gave
me some insights into what is wrong with value (ransmission, with the 'model’
of lcarning universal values and bhow children can acquire values in their daily
life.

What is my problem with the considerations aod maodels of universal values?
The problem is that in the so called high culture aod educational praclice of
every sociely universal values are formulated, ordered and presented to the
upgrowing generalions in the ways of facing them wilb highly abstract
terms/concepts which either seem 1o be very far from (here point of view {e.g.
salvation or inner spirilual peace) or which cannot be proved in the reality (e.g.
peace, human humility) beacuse of the everyday’ contradicting experience.
These abstracl value systems have been derived either from some religious or
other non-religious authoritat and this authoritat itsell have been regarded as
natural, taken for granted prestigious source of Ihe sirength and effectivity of
the given value system. Both the abstract fealure and 'nataraloess’ are the very
characteristics of the presentation or teaching of universal values.

There are some other scientific models to demonstrate universal values, most
dominant among Lhem is the variations ol the method of using abstract value
concepls and requesting people of different countries to choose among them or
to rank or 1o categorize them on different scales (a lot of authors could be
citated from Rokeach to Triandis, Schwartz, etc.). At the end of data
elaborations in this kind of research one can always get a large sum of values
which could be regarded as universal (featuring ia the value-map in each
country under investigation) and there a possibilily of further scientific game to
factor apalyze, to group these values and to make more or less well-based’
conclusions on the possible motivational basis of such kind of value
preferences. Just the middle of the evaluational process (evaluations by the
examined subjects) has been taken into the brackets. For me this middle part is
the very core of the value acquisitional process and the manifestatiogal
procedure of value prefereaces: it contains the understanding and the real
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meaning of these abstract value categories which might be and probably it is
very different in subjects of different countries, different strata and gender.

So on the one side we have abstract theoretical models of the very
abstract value concepts and value systems, on the other side we have the
very mess of routines, rituals in daily practice of education within and beside
family and school in the multicultural societies. Children of the latter are
confronted from day (o day with a tremendeous variations of different cultural
and subcultural customs, fashions, rituals, not knowing how and which are
worth learning, accepling, which should they lolerate, imitate, negotiate and
deny and why. These mixed populations and situations 1o a lot of times are
frustrating even for those who are liberal thinking and really would like to
develop tolerance among children or people with different ethnic and
religious background.

I think not [ am the only one who is dissatisfied with the ways bow we can
approach the growing difficulties of adolescents in enchoring, elaborating the
hard-core of their own ideatily with their own choosen values (especially ia
not-retigious, secularized families).

Some years ago in The Guardian Suzanne Moore (a liberal democrat
journalist) published an interesting and painfully right article on the newly
widespraded and deepening problems of values and morality, titled ‘A lesson
in mish-mash morality’. The actuality of the arlicle was that the English
government wanted to introduce the monoculture of Christianily into the
schools but the writer enlightened (he problems ol whal does it mean to grow
up in a multicultural society in a large scale, not denying the
misunderstandings of the leftists as well. (The Guardian,22. Sept 1994)

The core of the problems really is that which values can or have 1o be treated
and learned as universal in order to save and to continue the life in the world
with growing number of such societies. To learn the answers presupposes first
to know more about children’s mind, how they see and understand these
surroundings and their different classmates and how they can cope with their
dilemmas.

1I. Lessons of a cross-cultural studies on legal socialization

Just this is why I would like to refer to the results of a cross-cultural study on
legal socialization. The aim of the research group was to carry out comparative
studies on legal soctalization in different countries. Specifically, it was looking
for similarities and differences in variations of opinion and of attitudes lowards
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legal concepts and institutions among Freach, Polish, Russian and Hungarian
adolescents (aged 11-17). This aim seemed to be both intellectually
challenging and productive, considering the lack of this kind of research on
East Burope. Different {ields of socialization, especially political and moral
fields are obviously overlapping with each other and with legal socialization as
well. This can be frustrating only if someone would like to obscure the special
tasks of legal socialization within the normative ordering of people’s behaviour
either by means of overpoliticizing them or by regardiag them predominantly
as moral issues. Fortunately none of these applied to the above research group.
My intention to join this particular research derived {rom some important
queslions that emerged from my former studies on values. These questions
were as follows:

- what will happen if the people’s only reaction to the growing insecurity
(especially with respect to social security and welfare) will be the general
neglect of all the legal rules?

- will the responsibility for privale and common affairs be reconsiructed on a
new base or it will disappear within the circumsiaaces of the privalization and
capitalism?

- whether the system change has generated a real citizen’s mentality {on rights
and dutics) among the Hungarian youth?

- whether there is or is ot a particular age when the processes of the
approprialion of the normalfve order reach a higher level and the whole issue
begins to atiracl more altenlion on the part of the adolescents than before?

Here 1 am presenting only partial results: 1be findings on adolescents's
understanding of two value-loaded key-concepis (taken out from the large set
of concepis), namely of *responsibility’ and of “citizen’ which have high
informative value on adolescents reasoning on legal issues and clearly show
some cultural values.

One of the dimensions of the normalive order and atliludes is undoubiedly
related to responsibility. This issue is particularly exciling in Hungary because
according to all my former empirical researches carried out among adolescents
and youog professiopals, people have adapted an ambiguous relation to
responstbility which has to be chacged in an eavironment which is not very
favourable for such changes.

As a theoretical framework, 1 could easily adapt the view presented by
Bruner and Flaste in their book titled 'Making Sense' and as it was in
agreement with this also the viewpoint of Kourilsky-Augeven on legal
socialization. We have basically a similar view on socialization in general. It
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is based on the assumption of the active agent, of the mutuality and
contextuality of the processes of socialization. My approach 1o values also
reflects this interactive conception of socialization. Mutuality within the
processes of value acquisition means, that it is not only the knowledge of
values, thal counts but the child’s own experience (e.g. on realization of
values) and comparative mental and emotional processes as well. The child
is learning not oaly values, bul through the acquired cultural and cognitive
models the capability of evaluation as well.

More recently social psychology began to overcome the biasses of a rather
formal, too rational psychological treatment of the cbild’s cognitive
development. The new research is stressing the emotional
connolations/commitments in (he course of child’s development. lis value-
loaded, symbolically and ritually mediated nature, inherent in the given culture
has been also recognized.(6) Rescarches on social representations were helpful
in this respect. Moscovici (1983) defined social representations as systeros of
values, idcas and practices with a two-fold function: first, to establish an order
which will enable individuals to orient tbemselves in and masler their social
world, and second to facililate communication among members of a
community by providing them with a code for naming aad classifying various
aspects of their world and their individual and group history.(7) Abstract terms
like law, courl, judge, order etc. can also be regarded as social
representations. They serve as symbols of rules and as a means of social
construction of the world for orientating the individual’s action. The queslion is
when the child begins to use them more actively in both of their funtions.

Let us see an account of the variations of meaning and attitude of the
lungarian youth (aged 11-16) on the concepts of RESPONSIBILITY and
CITIZEN as a demonsiralion how these general terms differ in 1he responses
across the age-groups and also in different countries with particular cuitural
and historical background.

ILADOLESCENTS REASONING ON RESPONSIBILITY
1. Meaning of *Responsibility’ in spontaneous associations

What is the first or basic meaning of responsibility?

One can leara about this by locking at the proportion, the character and the
content of the spontanoeus associations elaborated across the age-groups (aged
11-12, 13-14 and 15-16). This analysis bighlighted (he place of
Responsibilityin ihe rank-order of the missing answers to the key-words, then
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in the rank-order of the answers with legal connotations, and finally its place (n
the range of the positive and negative evalualive aspects of the responses.

The results of the content-analysis of the spontaneous associations show
first of all the meaning attributed to "Responsibility’, on the basis of their
cultural and social background, under the influence of some cultural models.
From this analysis the following characteristics of adolescents’ understanding
of responsibility surface:

- Responsibility means for both the primary aod secondary school pupils
predominantly certain activity and a feeling of wanting to get involved. In this
meaning-content Hungariaos stood near to the French pupils, they were a bit
higher, while Russians identifying responsibility sometow with obligalion ot
duty, externally attributed to the person, lacked this positive feelings.

- Whether this complex mentat and behavioral readiness is externally or
internally determined, tbe 6th and 8th grade pupils (11 and 13 years old)
differed significantly io this respect. The youngest mentioned more examples
of responsibility externally determined, while the 13-15-16-year-old pupils
referred more frequently to internal commitments and/or positively accepled
responsibility. Responsibility was relatively frequently connecled with the self
(T feel i), with the self-esteem, self-realization and scll-interest.

- The insight that responsibility is the basis of human relation has also
appeared among the associations. This concept can by no means be equated
with Obligation or Duly’, while 1his latter may overlap with
Responsibility{associations to Duty indicated more exiernally prescribed
tasks. However, Duly could mean inner obligations t0o).

- Responsibility has posilive connotations in the adolescents’ view (a goed’, a
‘sreat thing’,it isinspiring’). Even those high school students who mentioned
difficulties did not deny this.

- Somie critical or ironic remarks were made by high school students on 1he
way how responsibility is presented nowadays in the mass commugzication
(e.g.on fashion of blaming for everything the ‘damned 40 years”.

A certain frequency-change could be oblained between (he 6th and 8th
grade pupils’ responses, while interesting qualitalive change showed up
between the two subsamples: the high school students gave significantly more
answers connected with some group- and job-commitment or responsibility,
This is worth for special attention as signs of maturing of their identity (See
Table 5).
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2. Meaning of Responsibility in selective associations
The results of selective associations probably show the weight or importance
attributed by the pupils to responsibility in the different fields of social life
(including the legal culture as well). On the basis of logical and empirical
considerations two largest fields can be distinquished: the private and public
spheres of responsibility. The first could be detecled by following the
responses to such key-concepts as To be of age’, Tamily’, Property’. Tax’was
wiewed {irst as belonging also to the private responsibility, later on it turned
oul that it could be better classed as representing public responsibility..

a) Private responsibility.

The Profiles of Responsibility made for tbe whole sample and along the
grades show clearly thal the greatest weight of Responsibility has been
attributed by both the 6th and 8th grade pupils to the concept "To be of age’. In
(his respect they did oot differ. To be of age'was followed by Obligation,
Family, Mayor, I‘ault, Judge, Contracl, etc. almost in the same order in the
whole sample. They did not differ significantly io their view on privale
responsibility,

b) Public responsibility.

Looking at the findings with regard 1o this large field represented by the key-
words of 'Citizen’, ‘Citizen2’, State, Judge’, Mayor’, Law/Right’, Policeman’,
the following phenomena are worth mentioning:

- Allributions ol Responsibility to the *Citizen’ - as they were reflected in
the mean-scores of Responsibilily related 1o the given concepis - tended to
grow with age. Table 2 shows clearly this trend in case of the Citizen
(decrease of the rank-place is inversely proportional to the intensity of the
attributed responsibility). The above mentioned growing emphasis can be
ohserved in case of *Citizen2’, *Mayor’, *Judge’ and ’State’as well,

- The relatively high rank of the Mayor’ in the rank-order of the key-words
from the point of the Responsibility is surprising and due to the special
attention gained by this role in the period of transition. However,
Responsibilily’ was associated with Offense’, Taw/Right’, Social security’ and
Tamily allowance’ to a much lesser degree or was not associated at all. This
finding is also meaningful, it says something about the legal culture of the
youth.

We were looking for some age-specific differences and used 1-tests to
upcover them, With regard to private life - with one exception - no significant
differences could be found, but with respect to all the fields of public
responsibility presented in the questionnaire, significant differences were
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found (Table 8) mostly between the 6th and 8th grades, and in some issues
between the 6th or 8th grades and the high school students.

Summing up the above findings, they show some broadening of the
adolescents’ view on the public spheres of life and intensification of their
interest in these directions. The findings are in agreement with the presumption
- which is oot quite new as it could be found at some developmeatal
psychologists as well - that there is a qualitative change in polilical and legal
culture at the age of 13-14, although the validity of these descriptive resulls can
be gencralized wilh caution only.

Now let us see, what was the meaniog of the Citizen’ and 'Cilizen2 for
adolescents?

3. The meaning of the CITIZEN

The meaning of the Citizen(polgér) and Citizen2 (4llampolgér) could be
revealed also in the ways already shown above. Perception of tbe Citizen
revealed from the results of the content-analysis of sponlancous associations
showed that the two terms for 'Citizen' seem 10 begin to loose their formerly
more nolicable distinction. This process takes place not in science but in the
everyday's usage of the language. o case of both words the leading association
was connected with 'citizenship' in both subsamples, followed by the content
of 'living in one country or 'to belong to a country. The pupils emphasized (he
liberties in different ways, among them always freedom and equality stood in
the first places. These were rarely accompanied by referring lo the citizen's
duty. This latter was more frequently observable at the high school students,
together with mentioning the republican tradition and the patriotic aspect of the
ferm.

Let us see now the meaning of freedom and eguality.

There was also a considerable cross-cultural difference in 1he dominant
meaning of Freedom: while Hungariaos and French pupils were willing {o
give such answers to the key-word 'freedom’ that it it when one can make
everyhing which is not harmful or not dangerous for the othiers, Russian pupils
emphasized only the freedom of action (of making everything oce wishes).

It is worth mentioning that 'Equality' meant most frequently 'equalily before
the law/,and 'equal member of the state’.( This was especially highly
emphasized by the Russian together with the wish or claim of equalily in the
family!). In spite of the rapid growth of the value of money more recently -
the pupils rarely expressed the wish of ‘economic equalily. Some results of the
elaboration of the selective associations, and the comparison between the 6th
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and 8th grade-pupils with respect to Responsibility and other values atiributed
toit, can be seen on Table 10). These seem to confirm first the above
characteristics of the Citizen, and second, these show again, what was said
aboul the particularly imporlant age (of being 13-14 years old). Here we are
faced not only with the broadening view but also with cerlain appropriation of
the social recogoition of the citizen’s growing responsibiliiy. Table 10 shows
the significant differences between the 6lh grade and Sth grade pupils’ opinion
of the Citizen (oblained by t-lests, marked by stars). The 8th graders attributed
greater responsibility to Citizen which is is a good sign ot positive change. The
negative feature of the Hungarian pupils’ answers thal the rank-places of
security, discipline and solidarity are rather low if the order is made from the
point of the characleristics of the Cilizen.

Instead of a summary

To the questions raised at the beginning, these particular data oo
responsibility and some other concepts can give only some insights indirectly
related 1o them. They show cultural-dependent nature of the contents and also
some general or universal need behind them. Now we can only roughly
summarize in which respects the value-ioaded terms, concepts (and related
aclivitics) manifest probably their cultural-dependent and universal nature?

First of all, Iet me claim, that we do nol find so called universal values without
being at the same time culture-specific as well. Cultural-specificity could be
manifested and revealed

- inn the meaning or meaping-se! of 1he universal value concept (like buman
responsibility, security, care for others,eic),

- in the enacted meaning of it (which behavioral patterns are recognized,
commonly shared as social representations are attached 1o this or that value
concept, eg. 10 be acknowledged, greated, etc.) and also

- in the place within the system of other values,

- and [inally in the availability and familiarity of values in such forms which
cannot be overviewed as a significant moment of the possible and very needed
discurse on values.

Nowadays the main representatives of religious and non-religions ideological
authorities try to cure the abtractgess of their talk on values by exemplifying. I
think that it would be more effective (o cure (he perspective and start with the
basic peeds of everybody and of human kind in order to cope with the dangers
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of the future. I cannot forget mentioning this the truth of that characterization
what Ichbeiser gave on exemplificalion:

"Whether we perceive certain social facts or are blinded to themn depends
on: The biopsychological erganization of our sensoriom. Of particular
importance here is Ibe role of 'visibility'; ..on Individual sensitivities
(idiosyncrasies), whalever origin...on Our cultural background, that is, on
our Kulturbrille, which seasitizes us to certain facts or aspects of facts, and
blinds us to others. Whether 1he respective social facts, particularly social
evils, affect us and those with whom we are ideotified, or affecl only
indifferent or cven anlagonistic 'others'. The concrete social situation in which
we ourselves are located, which defines (to use the language of sociology of
knowledge) our sacial perspective. The information and misinformation
which is transmitled Lo us, or withheld from us, by ather people, particularly by
those who control the media of communicalions.

... The next logical step now would consist in exemplifying concretely some
effects of secial blindness upon our moral judgements. However, we are
confronted here by the following peculiar dilemma: exemplification is,
admitiedly, itself a function of selective social perception. ...without taking into
accounl Lhis problem, we would expose curselves o a valid criticism (hal we
are not actually exemplifying , but rather revealing, as a kind of symptom, (he
mechaoisms which control our own selective social perception........ any
exemplification of the selective social perception is bound 10 operale within
the framework of my own selective social perceplion, and is, therefore,
involved in all its dilemmas and paradoxes. This applies, of course, to the
examples presented by myself as well and to the examples presented by
anybody clse,

We are not fully aware but are insisting that as (ar as social facts and (ssues
are concerned, not our generalizations 'in principle’ bul our concrele
exemplilicalions 'in fact' are the real thing...This means also that our
agreements and disagreements 'in principle’ are mostly meaningless and
empty. For the really relevant and meaningful agreemeats and disagreements
are those which refer to the concrete facts and issues. Heace, again, nol the
generalizalions but the exemplifications are 'the real thing'. Even, for insiance,
al] people were to agree with each other that they are 'against prejudices!, they
might, and probably would, find out that they refer in their minds to entirely
different kinds of prejudices, and would therefore scon start again denouncing
each other as being prejudiced: the ove would denounce the prejudices of the
South against the Negroes, the other prejudices of the North against the South.
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Hence, being against prejudices’ in general does not mean actually anything
in fact. And the same would apply perhaps even more so (o the ambiguous
concept of tolerance (enphasis from me): 1olerant about what is here the
really significant issue." (Ichheiser, 1971:162-164)
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MOSAIC ‘98

University of Konstanz, Germany, July 20 - 23, 1998

Konstanz is a beautiful historic town on the famous lake, on the borders of
Germany and Switzerland. The conference will follow the usual format of the
discussion of papers that have been circulated in advance. There will be time
also to enjoy the delights of the local region, and eat wonderful food. We
particularly would like to encourage graduate students to participate.

The theme of the conference will provide a focus for papers, but we also welcome
papers on other topics that are of interest to MOSAIC. Posters are also welcome,

This year’s theme is “Moral Unification?” It includes sub-themes;
~ cultural issues

~ societies in transition

~ common values ?

~ the educational implications of the above

Accommodation - in hotels, or possibly for a small number of people, in an
academic institute (preference for this will be given to students and persons
paying concessionary rates). The accommodation will be handled by a travel
service so payment will be separate; we give the range of costs here.

Deadlines ~

For Abstracts April 20
For final papers  June 15
For deposit June 15
Costs:

Accommodation (three nights) ~ £80 - £160 [range]

Conference costs (including deposit)

full rate £90/%$150

congcessionary rate* £40/$65

Includes costs of papers, administrative costs, tea and coffee, and the Conference dinner.
Meals apart from the Conference Dinner, are not included.

* students, unwaged and retired persons. Some concessions may be available, on
application, for persons from countries with currency restrictions or problems.

Deposit (non-refundable) £20/$30
Papers will be circulated on payment of Deposit. People who want the papers,
but do not wish to attend, pay the Deposit only.
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July 20 - 23, 1998, University of Konstanz, Germany

MORALITY AS CONCEIVED AND MORALITY AS
REVEALED IN BEHAVIOR
by
Mordecai Nisan

Jerusalem, Israel

Philosophers differ as 1o the definition of morality. Some prefer
a very narrow definition, limited o the rules which delineate boundaries
for the behavior of people in relation 1o one another; others define it more
broadly, including in it positive duties with regard to other individuals and
Lo society, like consideration towird and help for others; some give yet a
more inclusive definition, including in it duties of man toward himself,
and even his notions of what constitutes 1he good life. The lines which
divide these differing concepts of moralily are pol always clear, but the
distinctions between the two extremes that I mentioned — morality as
referring only to the obligations of man toward his feliows, which comes
closest to the meaning of justice, and the more compreheansive view,
which, lollowing Bernard Williams I shall call “ethics” — appear to be
quite sharp and clear. Indeed, it is shared not only by the philosopher but
also by the average person in western culture,

Thus, for example, in one of my studies, [ presented to Israeli
respondents the following dilemma: A scientist is Irying to decide
whether 10 accept an offer — which might not be repeated — to spend a year
conducting research in the United States, in a laboratory where he could
test his new theory. Acceptance of the proposal would mean that the
scientist, an only child, would be deserting his sick and elderly parents for
a year, and that his parents would clearly suffer thereby. One question the
respondents were asked was, “From a moral standpoiat, what behavior

1

)

would be required in this situation?” The subjects were given two
alternative respooses: (1) to go and take advaantage of the opportunity to
conduct the desired research; or (2) to stay in Israel so that the parents
would not be alone. Approximately 70% of the subjects thought that
morally right bebavior would be to stay with the parents, and forego the
attractive opportunity. As expected, they explained this in terms of a
son’s duty toward his pareats, and wenl 1o great length to explaio the
source of this obligation. After this, the respondents were preseoted with
an additional guestion, “Before, you were asked what would be the correct
behavior from a moral poiat of vicew. Now, what would you personally do
i this situation?” Of those who answered that, from a moral point of
view, they should stay in Israel in order not to leave Lbeir parcnts alone,
approximately 30% said they would elect to go abroad and conduct the
research.

For our purposcs, the important point of this study is thal the
decision to take advantage of the oppaortunity to go abroad was viewed as
cthically justificd. The respoodents perceived the dilemma to represent a
conflict between the demands of morality uuderstood in the narrow sense
of the word, and the demands placed upon them by ethics, insofar as these
are concerned in the growth aad fulfiliment of the individual, and not as
something limited to obligations imposed by ouc's interaction with others.
From lhe point of view of conventional morality, the surprising result was
that the demand connected with self-fullillment was perceived by many
respondents to override — indeed, that it should override — what they
perceived as a moral obligation.

These fiadings serve as a starling poiot for a distinction that I
suggest between what I shall call “conventional morality” and “practical
morality”. By lhe “conventional morality”, I mean the way people
gencrally understand morality — the meaning of the term, its content, and
its attributes. The notion of morality is used quite broadly in our culture.
‘We speak of a moral person, a moral act, moral judgment, a moral point
of view, elc..., and generally speaking, people understand what these
terms mean. There is sufficient agreement among people as to the
meaning of morality for communication to take place. If we ask a person,
“What is morality?”, be may hesitate in formulating his answer, bu
ultimately he will come up with an answer not too different from the
answer given to the same question by other people ia the same culiure. It
is this common core of people’s formulation of what morality is, that I call
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“conventional morality”. In general, the conventional perception of
morality involves a sysiem of rules which dictate behavior withio the
sphere of interaction between people. A moral person is one who behaves
according 1o these rules,

My claim is that, besides morality as perceived, one may also
speak of a “practical moralily”, a conception of morality which is
manifested in people’s aclual behavior and is different from “conventional
morality”. It is perhaps important to make it quite clear that I do not
mean by this the disparily beiween moral judgment and moral behavior;
this is not the phenomenon [ am referring to. This disparity may indicate
a weak will, ignorance, rejection or morality, or evil, but it does oot
reflect a particular conception of morality. What I mean by “praclical
morality” is the conception embodied in moral behavior in the normative
sense of the term morality, behavior which derives from moral judgment,
from an aceeptance of morality and an intention to be a good person.
Such a conception is manifesied in a person’s consideration, by the weight
she gives 1o cach of these, the choices the makes, the emotions she
experiences while makiog the choices, and by the course she follows after
making a decision. The claim is that the principles which guide moral
behavior do not correspond 10 “conveniional morality”; indeed, they even
may run contrary (o it. And since I do nol want to claim that a person is
subyject Lo a perpetual conflict between the two conceptions of morality,
and since “conventional morality” is the one that people are aware of
{cven though their notion of conventional morality cannot always be
casily formulated), I come to the conclusion that people tend to be
unaware of their “practical morality”. And this is nol a repressed Freudian
unconsciousness; rather, it is a kind of unawareness 1ypical of common
patterns of behavior which have not been formulated.

“Practical morality” represents knowledge of the short which
Polanyi called tacit knowledge, or what Schoo called knowledge in action.
The source of this knowledge is the totality of man’s experience. This
knowledge includes a series of issues which are supposed to be relevant to
moral decision-making, and a procedure for making this decision. This
knowltedge guides a person’s moral behavior, and thus we may say that
therein lies a person’s conception or morality. And in the same way that
Nisbet and Wilson's subjects, when asked about the principle which
guided their non-moral choice, sought answers in conventional
perceptions of behavior, so too the average person persists in clinging to
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the conventional corception of morality. The above description does not
explain how the gap between conventional and practical morality is
sustained. Why does a person not achieve an awareness of practical
morality? 1 shall return to this question toward the end of my talk; but
before I do so, let me draw the main lines in the distinction between the
two kinds of morality that [ have mentioned ~ conventional and practical.

The proposed distinction is not original. [t is based on philoso-
phical discussions and bad its sharpest expression in an influential article
by Anscomb forty years ago. Anscomb claimed that modern philosophy
of morality, uoder the influence of the judeco-christian tradition, secks a
legalistic foundation {or an obligatory morality. But this is a pursuit
which has no chance of succeeding in the secular world. Anscomb poinls
out two principal {eatures of Lhis system: it refers to behaviors which are
well-defined, and it establishes an obligation in a strong sense of the term.
Anscomb proposed that this understanding of morality, as one which
represenis binding obligations, is not suitable for the modern era, and she
called upon philosophers 1o reexamine their conception of morality. She
also suggested that the theory of virtue, as set forth by Aristolle, could
serve as a more appropriate starling point for a modern-day approach to
morality. Anscomb’s call reverberated throughout philosophical thinking,
and virlue theory is enjoying a philosophical reawakening loday.

Both the claim that the coaventional understanding of moraliiy
does nol correspond lo practical morality, and the characterization of
practical morality, can be approached from difterent points of departure -
philosophical, historical, sociological, and perhaps even lilerary — may
rely upon different sources. My own point of departure is psychological,
that is to say, an examination of the behavior and thoughis of individuals.
My sources are sludies I have conducted regarding moral judgment and
moral choice. These studies, like the one I prescated at the beginning of
my talk, were not designed to verify the curreat claim, and they cannot
serve as proof thereof. They are useful as illustraticns of the claim raised
above, the test of which is its hueristic and explanatory value. Let me
give you a few of the key findings relevant to our subject.

Firstly, moral demand is nol understood as imposing aa absolute
obligation. Respondents allow themselves to diverge from morality, in
order to achieve a personal objective, believing that in doing so they are
not removing themselves from the moral community. They view
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themselves as moral, and at the same time allow themselves to be
imperfect. They seek 1o be “reasonably moral”. This degree of
moderation is not determined on the basis of one act alone, but rather is
determined by the generality of an individual’s behavior over a given
period of time. In other words, a person’s bebavior is guided by will and
inteation lo achieve a level of perfection over lime,

Secondly, bowever, this perfeciion is determined not only by
one’s moral behavior, in the narrow meaning of the term, but also by other
considerations. These include social values like loyalty 10 one’s group,
values which appear (o be universal, like the acquisition of knowledge and
the development of personal autonomy, as well as personal values like the
fulfillment of personal goals. Indeed - and this is the third point —a
person’s ethical choice is viewed as leaving room for the influence of
subjective factors unique to the individual; so an imporlant consideration
in man’s ethical choices, thal is, choices which he perceives as desirable
and correct, is the consideration of loyalty to one’s ideatily, loyalty which
requires that a person give expression 1o values which she perceives as
central to her.

These findings lead me fo delineate three important and
interconnected distinctions, belween wbat I have termed the
“conventional” conception of morality, and “practical moralily” These
basic diffcrences are rich in conient, and carry with them a number of
secondary distinctions, some of which 1 shall touch upon briefly.

1. At the risk of over-generalizing, I shall say that (be picture of
conventional morality -- and the predominaat view among psychologisis --
is constructed along the lines of (he legal model: a system of injunctions,
mostly prohibitions, which are backed by sanctions. The laws of this
system are understood 10 have external validity — divine, social or even
logical. These laws are perceived as providing objective slandards for
evaluating every behavior option which may be open to the individual.
The other side of this coin is that morality is understood as focusing upon
behavior. This conception of morality means that moral judgment must
relale only Lo the behavior Lo be judged, and not to ¢haracteristics of the
person or of the broader context of the act being judged. These are the
qualities of impartiality and objectivity required of a judge. A person’s
characteristics, and the specific circumstances, may have an influence op
punishmeat, but not on judgment. “Practical morality”, as it is illustrated
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by the research findings I described earlier, preseats a fundameatally
different picture. In this picture, the starting point for morality is not the
evaluation of specific bebavior, but rather an evaluation of the person.

The principle which directs ethical behavior is not whether specific
behavior is permitted or forbiddes, but rather whal is ooe’s standing as a
good person, and what this particular conduct does to 1his standing. Moral
rules serve as a tool for evalualing behavior, but this evaluation is only
one factor within a broad system of facts and considerations. Such ethicat
decision does not aim to be impartial aad objective but leaves room for
considerations unique to the person being judged.

2. Uader the conventional conception, morality is viewed as a
command, a duty to be obeyed absolutely. This is a key feature of
morality as understood by traditional philosophy, but also in the common-
sense conception of the word, Morality does more than merely suggest
the correct behavior, or advise one how to behave; it commancds one to
behave correctly, and one must submit to the authority of morality. This
feature of morality is also salienl in psychological theories or morality,
Freudian and cogaitive, which follow from Kant’s conception of the
calegorical imperative.

“Practical morality” reveals quite a different face. Certaialy, the
morality which is reflecled in behavior has a normalive character, Ii tells
us what behavior is proper, the type of conduct expecied of a good person.
But, as the results of our research indicate, and perhaps our experience as
well, it lacks a conceplion of inherent obligation. An oulstanding example
of this is what [ have termed “limited morality”, which aims at an
“acceptable level or moral perfection.

3. According to the conventional conception, morality resis upon a
system of motivation which is unique, and which is based on the principle
of avoidance of guilt and shame. We are speaking of having pangs of
conscience. And if there is a positive parallel (o guilt, it is a weak one.
The approach which views morality as an obligatory system of rules,
needs to suppose a kind of strong motivation which backs up morality.
Otherwise, the obligation is meaningless, However, (he idea that morality
bas urique motivation is also guided by the central fact of morality: that
people repress personal desires and personal plans because of moral
considerations. This fact was the starting poiat for Freud’s thinking about
morality in terms of the capacity of the superego to punish (and 10 a lesser
extent, to reward) in the form of guilt feelings.
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individual expects himself to satisfy this demand. And not answering to
this demand requires a justification, usually io terms of another important
consideration. Moreover, though the force of the demand is more
“moderate” in practical morality, i1s scope is more broad. A person is
expected to be faithful to every elemeni of his identity, and to give
expression to all of these elements, and oot only to avoid moral
transgressions. And beyond all these things, he is expecled to be (rue to
himself, to (ake a comprehensive positioa of sincerity and loyalty to
onesel{. Tbe practical morality which merges from our description does
not involve a break-down, but rather is aimed at a full life in a very broad
spectrum of man’s daily life.

We haven or come to Lhe cooclusion of this leclure, but
not before returning to the question hinted above — how, or in whal way, is
il possible thal the coaceplion entailed by practical morality does not
enjoy a developed awareoess in Lhe consciousness of the person? How is
il that this does nol aller the conventional conception of morality? It is
very lempting to invoke the words of Nietsche that the religious
conception of morality has such a slrong hold on us that bundreds of years
will be necessary to change it. This strong hold may derive from
emotionat, cognitive and social faclors. It is difficull to deny that morality
has a deep emotional foundation. This foundation, which is related both
Lo religious beliefs and to moral socialization, was apparently deeper in
reud’s time, but we must not assume that it has disappeared in our own
era. From a cognitive point of view, the difficulty in changing the
conventional conception may actlually be inherent, in that the framework
which this conception presents does not allow for analysis and
understanding in terms of the conception of 1he good and the notion of
human perfection, which are hardly part of everyday language, But it may
be that the most important factor in maintaining the conventional
conceplion ol morality is social. Society, and the individuals within i1,
still need the conventional conception of morality as an anchor which
ensures that practical morality will oot be carried away by the storm of the
new times.
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